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ABSTRACT 

This research was designed to assess the effect of a 

parent intervention program on the achievement, self-concept, 

internal and home responsibilities of high and low achieving 

third level students. Children enrolled in regular class

rooms and attending five target schools in a suburban area 

of a public school district were initially selected for 

possible inclusion in the project by scoring in the ex

tremes on a reading achievement measure. Their parents were 

then asked to volunteer to attend six weekly one-hour meet

ings in either of two series of training sessions in order 

to encourage them to provide their children increased home 

responsibilities as well as teach them a methodology, based 

on Dreikurs' child-rearing practices, for doing so and/or 

allow their children to be further assessed on self-report 

measures of self-concept, locus of control and a researcher-

designed questionnaire to acertain amount of child assumed 

home responsibility. Children of parents volunteering their 

children for additional testing only were assigned to the 

comparison high or low achieving groups of ten each. Chil

dren of parents who also volunteered to attend one of the 

intervention series were designated the treatment-^ or treat-

ment2 high or low achieving groups children, with parents of 
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twenty of each achievement group to attend either the first 

or second series, respectively. All participating children 

were tested on the self-report instruments prior to any par

ent intervention, again following the first series of meet

ings and finally a third time after the second series. All 

children pre-tested on achievement were then tested again 

with the same achievement instrument. 

Data analyses were conducted on the test scores of a 

total of seventy-three children due to the elimination of 

measurements taken on the treatment groups children whose 

volunteering parents failed to attend any meetings. This 

brought the total numbers in the treatment groups to thirty-

one high and twenty-two low achieving children whose scores 

actually contributed to the results examined through this 

investigation. 

As anticipated, there was a significant, positive 

relationship evidenced between achievement and self-concept 

and between achievement and assumption of internal responsi

bility scores with the Pearson r correlation coefficient. 

The combined high achieving groups reported themselves as 

assuming significantly more home responsibility than the 

combined low achieving groups when compared for mean differ

ences using t-test analysis. The intervention program proved 

significantly effective in increasing the amount of time the 

treatment groups' children reported spending on home respon

sibilities when their time gains were compared to those of 



the comparison group using one-way analysis of variance. 

However, parent intervention did not significantly improve 

the treatment groups' self-concept or internal responsibility 

scores when compared to those of the comparison group also 

using one-way analysis of variance. Following the inter

vention, the high achieving treatment groups demonstrated 

significant gains in achievement over the high achieving 

comparison group using t-test analysis for mean differences. 

For the low achieving groups, when compared similarity, the 

mean differences in achievement score gains failed to achieve 

significance. 

Results and conclusions were then presented. The 

limited time interval between intervention and assessment 

was discussed in terms of the changes that were expected to 

occur in these variables. Parent mortality at meetings with 

the statistical implications of limited numbers was also 

discussed. How the parents initiated and carried out rec

ommendations toward increasing their children's home respon

sibilities was then considered. Finally, uncontrolled cir

cumstances which materialized throughout the duration of the 

project and recommendations for further research were pro

vided.. 



CHAPTER I 

INTRODUCTION 

Researchers in education and related social science 

fields have long been concerned with the problem of sorting 

out the numerous factors which are related to learning in an 

attempt to locate and effectively manipulate those variables 

which evidence the most promise toward predicting and facil

itating learning success. One of the more prominent of these 

factors which has recently emerged in much recent theory and 

research is that cluster of "perceptual" factors commonly 

referred to as the self-concept. 

Perceptual psychologists profess that a self-concept 

is developed primarily in relationship to others. Therefore, 

it must be within the social experiences that the general 

direction of self-concept growth is primarily determined. 

People "learn who they are and what they are from 
the ways in which they have been treated by those who 
surround them in the process of their growing up. 
People develop feelings that they are liked, wanted, 
accepted and able from 'having been' liked, wanted, 
accepted and from 'having been' successful."1 

•kArthur W. Combs, "A Perceptual View of the Adequate 
Personality," Perceiving, Behaving, Becoming: A New Focus 
for Education, Yearbook 1962 of the ASCD Yearbook Committee 
(Washington: National Education Association, 1962), p. 53. 

1 
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Recent research has established that the self-

concept is related to academic performance in a generally 

predictable and consistent manner. But there remains little 

evidence supporting a methodology for enhancing the self-

concept and thereby promoting academic success through any 

practical and feasible intervention. This research attempts 

to explore such an intervention in the belief that there is 

such a methodology which can be developed toward providing 

a more positive self-concept and academic success for each 

child. 

Statement of the Problem 

It is the purpose of this study to investigate the 

following research problem: To what extent are self-concept, 

achievement, locus of control, and assumption of home respon

sibility related and capable of being modified through a 

program of parent intervention? 

Significance of the Problem 

Since educators are concerned with identifying fac

tors relating to school success primarily for the purpose of 

effecting change in a positive direction toward more adequate 

functioning of the child in academic and social experience, 

it would seem imperative that research continue exploring 

more productive ways of facilitating this change. 

Research relating self-concept and the assumption of 

internal responsibility for positive and negative events 



affecting the individual might provide an insight for fur

ther exploration into the more comprehensive concept of 

assumption of responsibility—that of being responsible for 

certain aspects of one's self and others at home and at 

school. 

A major focus of Adlerian Family Counseling which 

has been refined and formulated into a workable model of 

child-rearing techniques by Rudolf Dreikurs has been that of 

providing as much responsibility for the child as he can 

handle, not only in the daily routine of being responsible 

for his personal effects—cleaning up after himself, choos

ing what to wear, getting ready for school, etc., using the 

concept of logical consequences to help him be responsible, 

but also being responsible to others, first in his family, 

and then in the larger society of friends, school and his 

community. Logically, these practices as they relate to the 

formation of the child's self-concept would seem essential 

for- providing the child success experience in "doing" and 

enabling him to experience himself as "capable" and respon

sible. It is assumed in theory and practice that this pro

vides the child with a sense of feeling important, of being 

needed and perhaps is even an essential part of being loved. 

Although this concept of providing responsibility 

for the child at home has been reported as effective by an 

overwhelming majority of parents and teachers participating 

in the researcher's family counseling programs, research 
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isolating and manipulating this factor appears limited. 

Thus, this investigation undertakes to contribute to the 

understanding of how this factor relates to elements of the 

self-concept toward facilitating academic success and ad

justment in school. 

Hypotheses to be Tested 

The following hypotheses, providing order and direc

tion to this study, were tested: 

Hypothesis 1 

There is a positive relationship between achievement 

test scores on the CTBS reading subtest, form Q, level I and 

self-concept as measured by the Piers-Harris Self-concept 

Scale. 

Hypothesis 2 

There is a positive relationship between achievement 

and children's belief that they, rather than other people, 

are responsible for their academic success as measured by 

the positive subtest of the Crandall Intellectual Achieve

ment Responsibility Questionnaire. 

Hypothesis 3 

High achieving third level students will be signif

icantly more responsible at home than low achievers as meas

ured by a researcher-developed questionnaire. 
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Hypothesis 4 

The treatment groups will demonstrate significant 

gain over the comparison groups in assumption of home respon

sibility. 

Hypothesis 5 

The treatment groups will demonstrate significant 

gain over the comparison groups in total self-concept 

scores. 

Hypothesis 6 

The treatment groups will demonstrate significant 

gain over the comparison groups on the positive subtest of 

the Crandall Intellectual Achievement Responsibility ques

tionnaire . 

Hypothesis 7 

The treatment groups will demonstrate significant 

gain over the comparison groups in achievement, with the 

high achieving treatment groups evidencing greater improve

ment than the low achieving treatment groups. 

Definitions of Terms Used 

Achievement 

Mastery of information and functional skills nec

essary in order to demonstrate what has been^learned. 



Operationally defined, achievement is the acquisition of 

knowledge and skills as inferred from performance scores on 

the CTBS reading subtest form Q, level I. 

Self-Concept 

A psychological construct used to describe a per

son's private perception of himself and of his perceptions 

of his relationship to others in his environment. Opera

tionally defined, self-concept is the aggregate of knowledge 

feeling, attitude, belief and value held in relation to 

one's self as measured by the Piers-Harris Self-concept 

Scale. 

Locus of Control 

A generalized expectancy, operating across a large 

number of situations, that relates to whether or not an 

individual possesses or lacks power over what happens to 

him. Operationally defined, locus of control of responsi

bility includes two aspects of internal responsibility: 

(1) Assuming credit for successes and (2) taking blame for 

failures, as measured by Crandall's Intellectual Achievement 

Responsibility Questionnaire. 

Home Responsibility 

Those obligations attended to on a regular basis 

necessary for self-care and the smooth functioning of com

fortable' family living in the home. Operationally, home 



responsibility will be defined as the self-reported amount 

of designated responsibility at home that the child assumes 

routinely as measured by an investigator-constructed ques

tionnaire. 

Parent Intervention 

Meetings held with volunteer parents by the investi

gator for the purpose of educating these parents toward 

understanding and using the family rearing practices and 

techniques developed by Rudolf Dreikurs with special emphasis 

on the importance of providing adequate home responsibilities 

for their child. 

Third Level 

Third Level is synonymous with third grade. 



CHAPTER II 

RESUME OF RELATED LITERATURE 

Literature on Self-concept Development 

Basic to the theory of self-concept development are 

the assumptions concerned with the possible outcomes of fail

ure, success, devaluation or high valuation acquired through 

social experience on the formation of the child's self-

concept. It is assumed that failure discourages effort and 

often leads to a dislike for doing. On the other hand, suc

cess encourages effort and provided motivation and is rein

forcing for trying. Children tend to develop self-concepts 

reflecting these patterns of reinforcement. 

The school operates in many ways to reinforce or 
discourage behavior. Some of its actions are overt, 
such as granting of honors, grades, awards, and leader
ship positions. Some are convert, such as toleration 
or exclusion, grouping for classes, and withholding 
support and encouragement.2 

Longitudinal research studies focusing on the pri

mary and middle grades lend support to the hypothesis that 

school experiences exert an influence on the development of 

^Daniel W. Fullmer and Harold W. Bernard, Counseling: 
Content and Process (Chicago: Science Research Associates, 
Inc., 1964), pp. 65-6. 

8 
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the child's self-concept. Fiore's^ study comparing the self-

concept of children from pre-school to fourth grade demon

strated that the child's self-concept becomes decreasingly 

favorable with age but more consistent with that of the 

teacher's perception of the child. Bowman's^ research meas

uring fourth and sixth graders' self-concepts again at sixth 

and eighth grade, respectively, demonstrated improved self-

concepts over the two year period for both groups with the 

older group evidencing the higher mean self-concept. These 

studies are in support of the Purdue longitudinal research 

indicating that the overall self-concepts of the students 

in thier studies were initially positive for early primary 

students, dropped to a low in about fourth grade (earlier 

for girls), and then diverged into relatively stable low and 

high self-concept groups after that with improved self-

concepts for both groups.^ The conclusions proposed to ex

plain this developmental pattern focused on the school 

^Edith A. Fiore, "A Study of the Self-Concept of the 
Young Child: Comparison of Three Age Levels" (unpublished 
doctoral dissertation, The University of Miami, 1969). 

^Daniel 0. Bowman, "A Longitudinal Study of Selected 
Facets of Children's Self-Concepts as Related to Achievement, 
Intelligence, and Interests" (unpublished doctoral disserta
tion, The University of Georgia, 1963). 

5 
Data reported by Donald W. Felker in an address , 

"Enhancing Children's Self-Concepts", at Bringham Young 
University, August 11, 1972. 
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experiences of the primary grades where the child was con

fronted with a wide variety of evaluative judgments from 

teachers culminating in perceived success or discouragement 

at about fourth grade (this fourth grade mental dropping out 

has been noted by Dreikurs®) after which the peer group be

gins to take over in the evaluative feedback for judging 

self-concept. This is supported in the research reported by 

Beemer^ in which the pre-adolescents' and adolescents' peer 

group areas contributed most to the total self-concept of 

these groups. 

Literature Relating Self-concept 
to Academic Achievement 

The significant relationship between self-concept and 

academic achievement is a generally consistent finding in 

the literature. Of the fourteen studies reviewed, only two 

did not report a significant relationship between these two 

variables. Kern8 reported that the younger half of his high 

school students did evidence this relationship, however. 

^Rudolf Dreikurs, Psychology in the Classroom, 2nd 
Ed. New York: Harper and Row Co., 1968. 

7Lynda C. Beemer, "Developmental Changes in Self-
Concept of Children and Adolescents" (unpublished doctoral 
dissertation, The University of Maryland, 1971). 

8Paul D. Kern, "A Study of the Relationship Among 
Anxiety, Self-esteem, and Achievement" (unpublished doctoral 
dissertation, Northern Illinois University, 1970). 
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And although Peters® reported no significant relationship 

with her subjects, her over- and underachievement measures, 

were discrepancies between actual achievement and predicated 

grade point averages. These discrepancies were, no doubt, 

confounded by the self-concept variable with which she was 

comparing them. 

Literature on Attempts to 
Change Self-concept 

Counseling 

Group counseling efforts to change the low total 

self-concepts of students over a period of eight to ten 

weeks, as reported by Hugo^O with third grade students, by 

Higgins-'--'- with seventh grade students, and by Taylorl2 

using tenth grade students did not prove effective. When 

changes have focused on certain aspects regarding referents 

^Dorothy M. Peters, "The Self-Concept as a Factor in 
Over- and Underachievement" (unpublished doctoral disserta
tion, Indiana University, 1968). 

lOMiriam J. Hugo, "The Effects of Group Counseling 
on Self-Concept and Behavior of Elementary School Children" 
(unpublished doctoral dissertation, Ohio University, 1969). 

Hjames C. Higgins, "A Pupil Personnel Services Pro
gram to Develop Self-esteem" (unpublished doctoral disserta
tion, The University of Pittsburgh, 1971). 

l^Theodore D. Taylor, "Effects of Group Counseling on 
Self-Concept and Academic Achievement of Selected High 
School Sophomore Health Classes" (unpublished doctoral dis
sertation, Oregon State University, 1970). 
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and subgroups of the self-concept, group counseling has been 

reported as effective by Browne-1-3 using play media on third 

graders and Payne^ with disadvantaged elementary students. 

McRae's-^ research using individual counseling with eight 

sixth grade students reported significant improvement in 

self-concept for these students over a nine week period. 

Direct Teacher Involvement 

Burrows,16 reporting research efforts to change 

fourth grade students' low self-concepts by affecting the 

level of teacher approval, demonstrated no significant change. 

June L. Drowne, "A Study of Three Group Counseling 
Approaches and Their Effectiveness in Modifying Selected 
Aspects of Self-Concept and Selected Personality Character
istics of Third Grade Children" (unpublished doctoral dis
sertation, The University of Maine, 1971). 

•^Billy F. Payne, "The Effects of Group Counseling 
Upon the Self-Concept of Disadvantaged Elementary School 
Students" (unpublished doctoral dissertation, The University 
of Houston, 1970). 

"^Billie S. McRae, "The Comparative Effects of Two 
Counseling Treatments on Sixth Grade Students with Low Self-
Concepts" (unpublished doctoral dissertation, The University 
of Southern Mississippi, 1971). 

l^Richard C. Burrows, "The Effect of Level of Teacher 
Approval on Student Disruptive Behavior and Self-Concept" 
(unpublished doctoral dissertation, The University of 
Washington, 1971). 



13 

Using meaningful adult contacts (student-selected teachers) 

proved effective with junior high low-self-concept students 

toward changing some aspects of their self-concepts.1̂  

Total group self-concept change has been reported 

using fourth grade students by Bouchard employing changes 

in teacher method, my Myers1̂  with third, fifth, and sixth 

grade students in an educational program that minimized 

failure, and by Prowŝ O using teachers sensitized to building 

positive self-concepts with fourth graders. 

^Albert J. Bidwick, Jr., "A Study of the Effective
ness of Meaningful Adult Contacts of the Self-Concept, Behav
ior, and Achievement of Junior High School Disciplinary Prob
lems" (unpublished doctoral dissertation, The George 
Washington University, 1971). 

1 8 Richard P. Bouchard, "An Experiment in Student 
Self-Concept Change Through Teacher Interaction" (unpublished 
doctoral dissertation, St. Louis University, 1970). 

-^Karin R. Myers, "A Study of the Self-Concepts of 
Students in Individually Prescribed Instruction" (unpublished 
doctoral dissertation, The University of Illinois-Urbana-
Champaign, 19 71). 

20Nancy L. Prows, "An Attempt to Increase Reading 
Achievement by Organizing Instruction and Sensitizing the 
Teacher to Building Positive Self-Concepts" (unpublished doc
toral dissertation, The University of Florida, 1967). 

^Felker, loc. cit. 

^Nicholas j. Maldari, "Change in the Self-Concepts 
of Children Who are Studied by Teachers in a Child Study 
Program" (unpublished doctoral dissertation, The University 
of Maryland, 1971). 



teachers reported positive self-concept change in both ex

perimental and control groups, explained that it was found 

the trained teachers in Felker's study were so enthusiastic 

about the results that they shared their ideas with the non-

trained teachers, and in Maldari's study in that the under

standing of the problems of the experimental group by their 

teachers was improved to the extent that it influenced the 

positive development of all the children in their classes. 

Parent Involvement 

Studies by Conway^3 where parents of low achieving 

sixth graders were trained to use a behavior modification 

approach, and Thomas2*+ in which parents of underachievers in 

eighth and ninth grades were counseled on how to improve 

communication, warmth, empathy and to identify and modify 

specific family problems both demonstrated significant im

provement in achievement and self-concept measures in the 

low achieving students of these experimental groups. 

"^William j. Conway, "Parents' Use of Behavior 
Modification to Enhance Their Children's Self-Concept of 
Ability and Academic Achievement" (unpublished doctoral dis
sertation, The University of Massachusetts, 1971). 

^Shailer Thomas, "An Experiment to Enhance Self-
Concept of Ability and Raise School Achievement Among Low 
Achieving Ninth Grade Students" (unpublished doctoral dis
sertation, Michigan State University, 1964). 



15 

Literature on Responsibility 

Locus of Control 

Rotter^S has postulated that people can differ to 

the degree that they accept their successes and failures as 

a result of thier own actions (internal control) or due to 

external forces such as luck, fate or powerful others 

(external control). Locus of control contains two aspects 

of internal responsibility: Assuming credit for success and 

taking blame for failures. 

Wickersham^ reported that significant negative 

correlations were generally found between self-concept and 

externality of control for positive events with his sixth 

9 7 grade subjects. Research reported by Boyko'1 on fourth, 

fifth and sixth grade students evidenced a positive correla

tion between self-concept and internal locus of control for 

both positive and negative events. 

9 5 Julian B. Rotter, Social Learning and Clinical 
Psychology (Englewood Cliffs, New Jersey: Prentice-Hall, 
1 9 5 4 )  .  

2 6 Philip H. Wickersham, "Classroom Interaction Pat
terns: Differential Effects and Relationships Between Sixth 
Grade Children's Self-Concepts and Locus of Control of Rein
forcements" (unpublished doctoral dissertation. The Univer
sity of Illinois at Urbana-Champaign, 1970). 

27George W. Boyko, "The Effects of Methodology on the 
Self-Concepts of Students" (unpublished doctoral disserta
tion, The University of the Pacific, 1970). 
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Assuming Responsibilities 

Although literature dealing directly with this as

pect of responsibility is not plentiful, there are some 

related studies dealing with assuming responsibilities, 

indirectly. 

9 8 Fullerton allowed a group of junior high "problem" 

students with low self-concepts to assist in a teacher-

helper program for six to eight weeks. She found signifi

cant improvement in self-concept scores when compared to a 

matched group of students' self-concept scores. 

Warmdahl,^ investigating the relationship between 

a child's self-concept and the parents' use of Dreikurs1 

techniques in child rearing, found significant positive re

lationships between a child's self-concept and the use of 

Dreikurs' techniques in child rearing and between the 

child's negative self-concept and mother's use of mistaken 

methods. The concept of assuming responsibility at home is 

inherent in these techniques. 

2®Sally Fullerton, "Development and Change in 
Self-Concept Descriptions and Concurrent Changes in School 
Behavior of Junior High School Students" (unpublished doc
toral dissertation, The University of Oregon, 1970). 

29Carl R. Warmdahl, "An Exploratory Investigation to 
Determine the Relationship Between a Child's Self-Concept and 
Child-Rearing Techniques as Formulated By Rudolf Dreikurs" 
(unpublished doctoral dissertation, The University of 
Maryland, 1971). ^ 
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In summary, the preceding review of literature rela

ting self-concept to the school child has provided these 

basic theoretical foundations upon which the present re

search is based: (1) Self-concept is an important factor in 

learning; (2) the child has a measureable self-concept when 

he enters school which appears to change in relation to 

experience and maturation and therefore can be altered; (3) 

there is a relationship between self-concept and school 

achievement; (4) there is a relationship between self-concept 

and certain aspects of responsibility; (5) teachers and 

parents are significant persons in the formation of the 

child's self-concept the younger the child; and (6) the self-

concept appears to stabilize and become more resiliant to 

change as the individual matures. Since the self-concept is 

assumed to be an agent for organizing perceptions, whatever 

the individual experiences is interpreted by the way he sees 

himself—which, in turn, has been determined by his past 

experiences. The greater the number of past experiences, 

the more stable the self-concept. 



CHAPTER III 

RESEARCH PROCEDURES 

Design of the Study 

The following procedures were used in this study: 

1. Chesterfield County School District of Chester

field County, Virginia provided their third 

level students in five target schools as the 

population for this research. Third level was 

chosen for three reasons: 

a. Related literature indicates third level is 

probably a period where rapid decline in 

self-concept has not yet begun. 

b. The slow developer has, for the most part, 

been separated from the low achievement 

' group by retention prior to this age level. 

c. Third level youngsters are still adult-

oriented and can generally be influenced 

significantly by parents. 

The five target schools utilized were randomly selec

ted by the district for use in the project from a proximate 

group of nine out of nineteen elementary schools in the 

district so as to reduce the number of schools and personnel 
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inconvenienced and to insure proximity of the meeting loca

tions for the parent intervention in order to minimize sub

ject mortality. 

2. Each third level teacher in the five target 

schools administered the CTBS reading subtest, 

form Q, Level I, to all her students. 

3. The test protocols of these students were scored 

and collectively ranked by the investigator from 

high to low on the basis of total raw score. 

These protocols were then returned to the class

room teachers to be used at their discretion for 

future activity planning. 

4. Beginning at both extremes of the ranked scores 

(highest and lowest) and proceding systematically 

downward and upward, respectively, parents of 

those children whose reading scores fell at 

these extremes were contacted to ascertain (A) 

whether they would permit their child to partic

ipate in this experiment (allow their child to 

be tested) and (B) whether they, themselves, 

would volunteer to attend six weekly meetings to 

learn about Dreikur's childrearing techniques. 

5. The first ten high-achieving and the first ten 

low-achieving children whose parents volunteered 

for (A) only constituted the comparison group. 
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The first forty high-achieving and the first 

forty low-achieving children whose parents vol

unteered for both (A) and (B) constituted the 

treatment groups. (On the basis of total num

bers of children tested in the target schools 

(525)9 volunteering parents of the low achievers 

represented the bottom 11% of the scores and 

those of high achievers were representative of 

the top 10%). 

6. Half of each of the high and low achieving treat

ment group's parents were invited to attend the 

first set of six weekly meetings designed to 

provide them a background in Adlerian Family 

Counseling. Their children constituted the 

treatment-^ group. The remainder of the treatment 

group's parents were invited to attend the second 

set of identically programmed sessions which 

commenced six weeks following the last scheduled 

meeting with treatmentparents. Their children 

were designated the treatment2 groups. 

7. All volunteering parents were sent test per

mission releases allowing their children to be 

tested for this project. This was done at the 

district's request to protect the district and 

the participating children from possible 
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repercussions of professed parental ignorance of 

their children's involvement as well as estab

lishing with the teachers a legitimate basis, 

with written parental approval, for their chil

dren's absence from the classroom during testing. 

(All but two of these were returned...both unre-

turned permission slips were of the low-

achieving treatment groups). All parents were 

informed that any testing requiring their per

mission was for the purpose of research only and 

all results would remain strictly confidential. 

Wherever scores were used iii assessing results, 

there would be no identification attached to 

such scores. 

8. The Piers-Harris Self-Concept Scale, the Crandall 

Intellectual Achievement Responsibility Ques

tionnaire and an investigator-designed question

naire to ascertain the average amount of self-

reported home responsibility the child assumes 

daily, were administered to all the comparison 

and treatment groups prior to the first parent 

meeting (Pretest). 

9. The first set of six weekly meetings was held 

following this testing with the treatment^ group 

parents. These meetings, as well as the 
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subsequent set were held in the evening, for one 

hour each, at a target school central to the 

five target schools. The major focus of these 

meetings was to encourage these parents to help 

their children become more responsible at home 

by providing them as much home responsibility as 

the parent could confortably relinquish employ

ing the use of logical consequences. Parents 

were encouraged to contact the investigator be

tween and following the series of meetings if 

they were in need of support, encouragement and 

advice in carrying out thier relinquishment of 

responsibility to their children. 

10. A month following the first set of meetings, all 

pretested children were retested using the same 

instruments as for the pretest (Posttest-^). 

11. Six weeks following the last meeting of the 

treatment^ groups parents, the treatment2 groups 

parents' series of meetings commenced using the 

same format as the treatmentgroup meetings. 

12. A month following the final meeting of the 

second set of treatment2 group meetings, the 

pretested children were tested a third time 

using the pretest instruments (Posttest2). 



13. Following the posttest2 all third level teachers 

in the target schools again administered the 

CTBS reading subtest, form Q, Level I, to all 

their students. 

1M-. The Pearson r correlation technique was used to 

assess the relationship between achievement and 

self-concept scores. 

15. The Pearson r correlation technique was used to 

assess the relationship between achievement and 

locus of control scores. 

16. The combined high achievement groups were com

pared to the combined low achievement groups on 

the basis of average daily time spent on home 

responsibilities using the t-test analysis for 

mean differences. 

17. The high and low achievement comparison and 

treatment group's gains in time spent, respec

tively, were compared on assumption of home 

responsibilities using one-way analysis of 

variance followed by Scheffe multiple compari

sons . 

18. The high and low-achievement comparison and 

treatment group's gains in self-concept scores 

were compared, respectively, using one-way 

analysis of variance. 
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19. The high and low achievement comparison and 

treatment group's gains in the positive subtest 

locus of control scores were compared, respec

tively, using one-way analysis of variance. 

20. The high and low achievement comparison versus 

treatment groups were respectively assessed for 

achievement scores gain using t-test analysis 

for mean differences. 

Sources of Data 

The primary sources of data for this study were the 

responses of third level students (whose eligibility for 

participation in this project was dependent on the previously 

outlined selection criteria) on a standardized reading 

achievement test and their self-report responses to a stand

ardized self-concept scale, a locus of control questionnaire, 

and a questionnaire designed for this investigation for 

assessing time spent on home responsibilities. 

Instruments for Collecting Data 

Instruments were used to measure the following 

constructs: 

Achievement. In the original design for this in

vestigation, achievement was to have been determined by each 

individual classroom teacher who was to have ranked all 

members of her class on overall achievement performance in 



daily classroom activities. All children ranked in the 

extremes in each class would have than become eligible for 

possible participation in the project following subsequent 

criterion actually pursued with the exception of the final 

achievement assessment which likewise would have required 

the teachers to rerank the children in their classrooms as 

they initially did. However, this method of determining 

achievement met with considerable resistance by teacher 

representatives serving on the research screening committee 

for the school district for various reasons. These included 

concern for increasing teachers' already considerable work 

loads, fear of too much subjectivity, and not being ade

quately knowledgeable of the students' levels of progress 

because the children had been assigned to their classes only 

a short time or the teachers felt they had too little contact 

with their students in all areas where considerable teaming 

was done in the schools. In addition to teacher concerns, 

the district's statistical advisor recommended using a stand

ardized test instrument to assess achievement that would 

provide scores based on an interval scale where parametric 

statistical procedures could be used as they are more power

ful than non-parametric procedures which require greater 

differences to achieve significance. In order to comply 

with these requests so that the investigation might be 

pursued, a standardized achievement instrument was selected 
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to satisfy the requirements of economy of time and money 

without sacrificing the qualities of adequate validity or 

reliability. 

Therefore, the Comprehensive Tests of Basic Skills 

(CTBS) reading subtest, form Q, level I was used as a meas

ure of achievement for this investigation. A detailed 

account of the test's planning and construction, the estab

lishment of validity and reliability, as well as the stand

ardization procedures used toward developing instruments 

that "would measure performance in those skills basic to 

success in everyday living," is provided in the CTBS tech

nical report.^0 

Pertinent to content validity, the report cited 

continuous involvement of "expert's judgments" from writing 

the initial items (the original questions were written by 

classroom teachers) throughout the developmental stages to 

critiquing the final product prior to standardization. 

(Specialists in each area reviewed the tests as well as 

additional teacher groups, curriculum and testing personnel.) 

The criterion-related validity reported correlations 

with the California Achievement Test. For the CTBS reading 

subtest, form Q, level I, and the CAT upper primary reading 

section, both assessed at grade 3.8, the correlations 

^Technical Report Comprehensive Tests of Basic 
Skills CTM/McGraw-Hill, Del Monte Research Park, Monterey, 
California, 1970. 



reported ranged rom .74 to .82. Intercorrelation coeffi

cients between the CTBS, form Q, and the California Short 

Form Test of Mental Maturity as well as tables of per cent 

of right response to individual items showing progress in 

basic skills from the lowest to the highest grade within 

each level were also provided in the report. 

Reliability assessment provided in the technical 

report included data on internal consistency for each grade 

interlevel and interlevel/interform articulation coeffi

cients, and interform reliability derived from test-retest 

with the same level of the alternate form. For the latter 

reliability assessment, level 1, grade 3, reading subtest, 

these reliability coefficients ranged from .76 to .92 and 

for total reading .88 to .92. 

Although a total achievement battery might have pro' 

vided a more accurate picture of the students' academic 

progress, reading was used as the singular achievement meas 

ure because by this level reading ability heavily permeates 

all other academic areas to the extent that it is a rarity 

to find a child reading well who does poorly in other aca

demic areas. And it is even rarer that an unsuccessful 

reader shines in the other areas. Therefore it was felt 

that the economy of time and expense merited a more limited 

view of academic progress... that of reading achievement, 

alone. 



Self-Concept. The Piers-Harris Self-Concept Scale3-1-

was used as a measure of global self-concept. This scale 

has been developed using Jersild's32 analysis of self-

concept statements. The Piers-Harris scale is a statement 

scale which has been developed in a manner specifically 

designed to eliminate deficiencies for which self-concept 

measures have been criticized.33 This scale has approached 

self-concept using Jersild's categories. Four-month test-

retest correlation for grades three, six, and ten were .72, 

.71, and .72 respectively. This scale has been successfully 

used to separate groups which were predicted to possess 

positive and negative self-concepts. 

Locus of Control. The Intellectual Achievement 

Responsibility Questionnaire3L|' was used as a measure of 

locus of control. Rotter35 mentions three measures of 

31-Ellen V. Piers and Dale B. Harris, "Age and Other 
Correlates of Self-Concept in Children," Journal of Educa
tional Psychology, 1964, 5_5, 91-95. 

32Arthur T. Jersild, In Search of Self, New York: 
Bureau of Publications, Teachers College, Columbia Univer
sity, 1952. 

^Ruth C. Wylie, The Self-Concept, Lincoln, Nebraska 
The University of Nebraska Press, 19 61. 

3^Virginia C. Crandall, Walter Katkovsky and Vaughn 
J. Crandall, "Children's Beliefs in Their Own Control of Re
inforcements in Intellectual-Academic Achievement Situa
tions," Child Development, 1965, 3j6, 91-109. 

35Julian B. Rotter, "Generalized Expectancies for 
Internal versus External Control of Reinforcement," Psycho
logical Monographs, 1966 , £0_ (WHO No. 609). 



internal-external control for children. One of these is the 

Intellectual Achievement Responsibility Questionnaire. It 

is the only one dealing specifically with an academically 

oriented variation of the construct. This questionnaire 

consists of thirty-four forced-choice items, the halves of 

which purport to assess the subject's feeling of responsi

bility for success and failure, respectively. The 1+ score 

is the total of positive events for which the subject 

assumes credit, and the I- score is the total of negative 

events for which the subject assumes blame. 

The authors investigated reliability of the IAR on a 

sample of 9 23 elementary and high school students. Test-

retest correlations (after a two-month interval) for chil

dren in grades three, four, and five were .66 for 1+ and 

.74 for I- (p < .001). Split-half reliability coefficients 

for the subscales were .54 for 1+ and .57 for I-. Correla

tions between the 1+ and I- subscales were very low and non

significant for samples of third, fourth, and fifth-grade 

children, and .38 (p <.05) for sixth-grade children. The 

authors of the IAR suggest that these correlations indicate 

separate development of the self-responsibility pattern 

assessed by the 1+ and I- subscales. 

Home Responsibility. An investigator-developed 

questionnaire was used to measure the child's self-reported 

average daily amount of home responsibility. This 



questionnaire was designed to ascertain the amount of time, 

in minutes, the child perceived he spent assuming legitimate 

home responsibility. A sample copy of this questionnaire 

is included in Appendix A. 

Assumptions and Limitations 

Assumptions Underlying the Procedures 

It was assumed that: 

1. Children who were subjects for this study would 

take this exercise seriously and answer items as 

honestly as they could. 

2. Self-reports concerning a child's home respon

sibilities would be the most accurate measure 

of actual assumption of home responsibility that 

can be assessed. 

3. Parents of the treatment groups would cooperate 

by attending meetings and trying to carry out 

suggestions of providing appropriate respon

sibilities to their children. 

Limits of the Study 

This investigation was limited to the following: 

1. Standardized reading achievement test responses 

of third level students in the target schools. 
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2. Reading test-selected and parent-volunteered 

high and low achieving third level students from 

these schools' regular classrooms. 

3. Scale and questionnaire self-reports of these 

selected-and-parent-volunteered-students. 

Procedural Limitations 

1. Because this investigation was limited to the 

volunteering administration of a school district 

progressive enough to encourage and permit re

search to be conducted there, the population was 

biased by the particular living conditions, par

ental socio-economic statuses, cultural oppor

tunities, educational philosophies, and mores of 

the communities feeding this district and specif

ically the target schools chosen to participate 

by this administration. Comparative assessment 

of data relevant to this issue is provided in 

Appendix B. Generalizations can only be made to 

communities roughly parelleling the environmental 

settings similar to those represented in this 

district. 

2. Since the number of target schools was limited 

to five (a factor beyond the control of the in

vestigator) the emphasis for selection of stu

dents to determine experimental group assignments 



following achievement screening was focused on 

attaining the greatest divergence possible be

tween achievement groups rather than employing 

further selection procedures in the form of 

randomized sampling techniques in order to assure 

greater generalization to other populations. 

But because the total pool, 525 students, was so 

small, and nearly a fifth of those were required 

for the actual study, this precaution did not 

seem warranted. Bias may then be introduced at 

least within the limits of the preceding commu

nity limitation. Furthermore, it was assumed 

from previous experience that not all of the 

achievement-selected children's parents would 

volunteer their children or themselves for par

ticipation in this study, as was the case. 

Hence, an additional bias was introduced into 

the selection procedures—that of the necessity 

for willingness on the parents' part to devote 

time and energy toward change. 

The inferences drawn from self-report responses 

on the test instruments to the constructs they 

purport to measure was limited by the difficulty 

of establishing true validity measures for these 

instruments. It might be more realistic to 
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emphasize that it was these response sets of the 

child that were measured rather than the child's 

actual self-concept, locus of control, or assumed 

home responsibility. 



CHAPTER IV 

RESULTS 

The purpose of this study was to gain insight into 

the effectiveness of a specific parent intervention program 

designed to promote positive changes in their children in 

the areas of self-concept, locus of control, assumption of 

home responsibility and achievement. As noted in the review 

of related literature, there is little concrete evidence of 

effective change in children's behavior patterns in these 

four areas consistently supporting any intervention program 

from direct child therapy, intervention with teachers, 

changes in educational techniques and methodology, peer group 

intervention or group counseling, etc., once these behavior 

patterns have become well established. The most promising 

approaches, although limited in scope, appear to be those 

utilizing some form of parent intervention and those attempt

ing to make the child more responsible. Because the litera

ture provided substantial evidence as to the crucial inter

relation of three of these four constructs—those of self-

concept, locus of control and achievement, however, it was 

felt that the use of directional hypotheses was seemingly 

justified for this investigation. The significance level for 

acceptance of these hypotheses was placed at the .05 level. 

34 



35 

Sampling 

The comparison groups, where parents volunteered 

their children for participation in testing only, remained 

stable at the predetermined number of ten high (n = 10) and 

ten low (n = 10) achieving children throughout the project. 

Of the treatment groups, however, where parents committed 

themselves to participate as well, another decisively rele

vant and apparently uncontrollable phenomenon (at least 

within the limits set by this research design as outlined) 

occurred. Of the twenty high achieving children's parents 

who volunteered for the first set of meetings, sixteen 

(n = 16) children's parents actually participated. Of the 

same number of low achieving children's parents volunteering 

for the first set of meetings, thirteen (n = 13) out of 

twenty children's parents participated by attending at least 

one meeting. Meeting mortality in both these groups was low 

(one parent from the high and three from the low treatment^ 

groups attended less than half the meetings). Parents not 

attending meetings as scheduled for the first set were sub

sequently invited to attend the second set of meetings... one 

family had unexpectedly moved from the area. However, in the 

second session, fifteen (n = 15) out of twenty-three high 

achieving and only nine (n = 9) of twenty-seven low achieving 

children's parents attended any meetings. Meeting mortality 

during the second set was considerably higher, percentagewise. 
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Even though enthusiasm remained high among those parents who 

continued attending, a total of three children's parents 

from the high and two from the low treatmentg groups attended 

less than half the meetings. This entire phenomenon was 

curious in light of the parents' initial expressed interest 

and desire to participate as well as their verbal and written 

commitment to the project, secured without coercion or undue 

pressure on the investigator's part. It is even less com

prehensible that these parents continued to violate their 

commitment after a minimum of three (five for the first-

session-scheduled parents) follow-up contacts with each set 

of parents absenting themselves from their first scheduled 

meeting. 

This irresponsibility to follow through with their 

obligation to attend meetings on the part of these parents 

therefore limited the treatment group's populations to six

teen treatment^ high achieving, fifteen treatment2 high-

achieving, thirteen treatment^ low achieving and nine treat-

ment2 low achieving children whose scores represented the 

treatment groups, respectively. Test data on children of 

committed parents who did not attend which was gathered prior 

to the final parent meeting was subsequently eliminated from 

consideration in this research. 
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Hypothesis 1 

The first hypothesis stated that there is a positive 

relationship between achievement test scores on the CTBS 

reading subtest, form Q, level I, and self-concept as meas

ured by the Piers-Harris Self-concept scale. A simple 

regression analysis was run relating the initial reading 

achievement raw score for each child participating in the 

study to his total pretest self-concept score. The Pearson 

r correlation coefficient derived confirmed this hypothesis 

with significance beyond the .01 level. Table 1 presents 

these data. 

Hypothesis 2 

The second hypothesis stated that there is a posi

tive relationship between achievement and children's belief 

that they, rather than other people, are responsible for 

their academic success as measured by the positive subtest 

of the Crandall Intellectual Achievement Responsibility 

Questionnaire. A simple regression analysis related the 

initial reading achievement raw score for each child to the 

positive subtest total score on the IAR. The Pearson r 

correlation coefficient provided confirmation of this hy

pothesis with significance beyond the .01 level of signifi

cance. Table 2 illustrates these data. 



Table 1. Regression Analysis and Pearson r Correlation 
CTBS Reading Achievement Scores Compared with 
Piers-Harris Self-Concept Scores 

Simple Regression Analysis 

X Variable is CI 

Mean of X 

Mean of Y 

Equation Y 

Variance Analysis 

Source SS 

Regression 3140.523926 

Residual 10682.101562 

Total 13822.628906 

Y Variable is C2 

51.4-65759 STD. DEV. 29. 013916 

54.8630007 STD. DEV. 13.855719 

.227629* X + 43.147888 

DF 

1 

71 

72 

MD 

3140.523926 

150.452164 

F and Prob, 

20.8739 

P=.00005 

STD. DEV. of Residual = 12.265894 

STD. DEV. of SLOPE = .049823 

STD. DEV. OF INTERCEPT = 2.938689 

Correlation COEFF. = .476657 

R SQUARED = .227 202 
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Table 2. Regression Analysis and Pearson r Correlation 
CTBS Reading Achievement Scores Compared With 
the Positive Subtest of the IAR 

Simple Regression Analysis 

X Variance is: CI Y Variable is: C5 

Mean of X = 51.<465759 Std. Dev. = 29.013916 

Mean of Y = 12.000000 Std. Dev. = 2.773886 

Equation Y = .049728* X + 9.440730 

Variance Analysis 

Source SS DF MS F and Prob. 

Regression 149.879074 1 149.879074 26.3323 P = .00001 

Residual 404.120605 71 5.691841 

Total 554.000000 72 

STD. DEV. of Residual = 2.385757 

STD. DEV. of SLOPE = .009691 

STD. DEV. OF INTERCEPT = .571585 

Correlation COEFF. = .520135 

R SQUARED = .270540 
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Hypothesis 3 

The third hypothesis stated that high achieving 

third level students will be significantly more responsible 

at home than low achievers as measured by the researcher-

developed questionnaire. The total daily average time, in 

minutes, spent on responsibilities at home as reported by 

participating high achieving children during the pretest 

was compared to the total daily average time spent as re

ported respectively by the low achievers. A t-test analysis 

for mean differences using unequal groups also confirmed 

this hypothesis as significant beyond the .00 5 level. Table 

3 provides these data. 

Hypothesis *4 

Hypothesis four stated that the treatment groups will 

demonstrate significant gain over the comparison groups in 

the assumption of home responsibility. This hypothesis was 

assessed in two parts using one-way analysis for each phase 

of this hypothesis. 

The pre to posttest^ gains in amount of time in 

minutes reported as spent on the home responsibility ques

tionnaire were assessed as one part of this hypothesis. 

(At the time of posttest^, only the treatment-^ parents had 

had intervention. Thus, the treatment2 children were essen

tially equivalent to the comparison groups on the basis of 

this variable). The combined high achievement comparison 



Table 3. T-test for Mean Differences with Unequal Groups 
High Achievement Children's Assumed Home Respon
sibility Daily Average Times (in minutes) versus 
Low Achievement Children's Assumed Home Respon
sibility Daily Average Times 

T-Test Analysis 

DF 71.00000 

T 3.304846 

SD-D 4.834684 

DIFF 15.97789 



and high treatment2 (group 1), the combined low comparison 

and low treatment2 (group 2), the high treatment (group 3), 

and the low treatment2 (group 4) groups, respectively, were 

compared. Since this analysis evidenced significance 

(beyond the .01 level) then the Scheffe contrasts for paired 

comparisons were made. In order to support the first part 

of this hypothesis, the comparisons between groups 3 and 1 

and between groups 4 and 2, respectively, would evidence 

significance. The hypothesis for both the high and low 

achievement groups was accepted at the .01 level. Table 4 

illustrates this analysis and paired comparisons. 

The second part of hypothesis four deals with the 

home responsibility questionnaire results at posttest2 

where both treatment group parents had been involved in the 

intervention program. In this analysis the treatment^ and 

treatment2 high achievers combined (group 1), the treatment^ 

and treatment2 low achievers combined (group 2), the compar

ison high (group 3) and the comparison low (group 4) groups, 

respectively, were compared. The analysis of variance was 

significant at the .01 level and the Scheffe comparison's 

between groups 1 and 3 and groups 2 and 4 were respectively 

significant for the high achievers beyond the .01 level and 

for the low achievers beyond the .05 level. Table 5 illus

trates these data. 
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Table 4. One-Way Analysis of Variance with Scheffe 
Multiple Comparisons Time Gains in Home Respon
sibility of Treatment2 and Comparison versus 
Treatment^ High and Low Achievement Groups, 
Respectively, Pre to Posttest^ 

Analysis of Variance 

Between 

Within 

Total 

Mean 

- 1.879 

2. 894 

18.062 

20.307 

SS 

6517.6 

8698.1 

15215.7 

S.D, 

8 . 656 

7.078 

17.295 

11.220 

DF 

3 

69 

72 

25 

19 

16 

13 

MS 

2172.5 

126.0 

F 

17. 23 

Scheffe Contrasts for Paired Comparison 

GP 1 VS GP 2 

GP 1 VS GP 3 

GP 1 VS GP 4 

GP 2 VS GP 3 

GP 2 VS GP 4 

GP 3 VS GP 4 

F .65 

F10.25 

F11.13 

F 5.28 

F 6.18 

F .09 



Table 5. One-Way Analysis of Variance with Scheffe 
Multiple Comparisons Time Gains in Home 
Responsibility of Comparison versus Treat
ment J and Treatments High and Low Achieve
ment Groups, Respectively, Pre to Posttest2 

Analysis of Variance 

SS DF MS F 

Between 10081.4 3 3360.4 10.41 

Within 22257.2 69 32 2.5 

Total 32338.6 72 

Mean S.D. 

- 6.199 19.982 10 

9.099 14.992 10 

22.548 17.128 31 

29.363 19.320 22 

Scheffe Contrasts for Paired Comparison 

GP 1 VS GP 2 F1.20 

GP 1 VS GP 3 F6.45 

GP 1 VS GP 4 F8.98 

GP 2 VS GP 3 F1.41 

GP 2 VS GP 4 F2.91 

GP 3 VS GP 4 F .61 



Hypothesis 5 

Hypothesis five stated that the treatment groups 

will demonstrate significant gain over the comparison group 

in total self-concept scores. The group scores in self-

concept were compared using one-way analysis of variance and 

as with hypothesis four, this was investigated in two parts. 

The gain scores from the pre to posttest-^ were first ana

lyzed with the high achieving comparison and treatment2 

groups combined (group 1), the low achieving comparison and 

treatmentj groups combined (group 2), the high achieving 

treatment^ group (group 3), and the low achieving treatment^ 

group (group 4). The analysis of variance did not evidence 

significance at the pre-established level as presented in 

Table 6. 

Using the same procedure as described for the second 

part of hypothesis four, the second phase of hypothesis five 

assessed the pre to posttest2 gains in self-concept scores 

with the four groups as outlined for part 2 of hypothesis 

respectively. One-way analysis of variance, as with the 

first part of hypothesis 5, again failed to evidence signif

icance (Table 7). Therefore hypothesis five must be re

jected as intervention failed to improve self-concept scores. 

Hypothesis 6 

Hypothesis six stated that the treatment groups will 

demonstrate significant gain over the comparison groups on 
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Table 6. One-Way Analysis of Variance Score Gains on the 
Piers-Harris Self-Concept Sclae of Treatment2 
and Comparison versus Treatment^ High and Low 
Achievement Groups, Respectively, Pre to Posttest 

Analysis of Variance 

SS_ DF MS F 

Between 111.7 3 37.2 .44 NS 

Within 577 7.2 69 8 3.7 

Total 5889.0 72 

Mean S.D. 

.879 6.405 25 

-.736 9.379 19 

.000 13.735 16 

2.923 5.619 13 
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Table 7. One-Way Analysis of Variance Score Gains on the 
Piers-Harris Self-Concept Scale of Comparison 
Versus Treatment-^ and Treatment2 High and Low 
Achievement Groups, Respectively, Pre to Posttest2 

Analysis of Variance 

Between 

Within 

Total 

SS 

55.8 

9136.6 

9192.5 

DF 

3 

69 

72 

MS 

18.6 

132 .4 

F 

.14 NS 

Mean 

. 399 

1.790 

2.387 

3.181 

S.D. 

10.823 

10.250 

11.286 

12.564 

10 

10 

31 

2 2  
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the positive subtest of the Crandall Intellectual Achieve

ment Responsibility Questionnaire. The gain scores in the 

positive subtest of the IAR were analyzed in two parts 

following identical procedures to those used in assessing 

hypotheses 4 and 5. Table 8 illustrates the pre to post-

test^ analysis. Table 9 provides the pre to posttest2 ana

lysis. As neither analysis attained significance, it must be 

concluded that this intervention was ineffective in improving 

these scores. Hypothesis 6 must be rejected. 

Hypothesis 7 

The seventh hypothesis stated that the treatment 

groups will demonstrate significant gains over the compari

son group in achievement with the high achieving treatment 

groups evidencing greater improvement than the low achieving 

treatment groups. The t-test analysis for mean differences 

using unequal groups was used to investigate this hypothesis. 

The gain scores from the initial achievement testing to the 

final achievement assessment were computed and then examined 

in three ways. When the combined high and low achieving 

comparison groups' gains in achievement scores were compared 

with the total treatment groups' score gains, no significant 

differences were evidenced in accordance with the pre

determined .05 significance level required for acceptance of 

the hypothesis (Table 10). However, the higfr achieving com

parison groups' score gains compared with the high achieving 
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Table 8. One-Way Analysis of Variance Positive Subtest 
Score Gains on the IAR of Treatment2 and Compari
son Versus TreatmentHigh and Low Achievement 
Groups, Respectively, Pre to Posttest^ 

Analysis of Variance 

SS DF MS F 

Between 3.1 3 1.8 .18 NS 

Within 395.4 69 5.7 

Total 398.5 72 

Mean S.D. 

.000 2.309 25 

.421 2.479 19 

.500 2.250 16 

.307 2.594 13 
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Table 9. One-Way Analysis of Variance Positive Subtest 
Score Gains on the IAR of Comparison versus 
Treatment^ and Treatment2 High and Low Achieve
ment Groups, Respectively, Pre to Posttest2 

Analysis of Variance 

SS DF MS F 

Between 29.1 3 9.7 1.38 NS 

Within 48 3.8 69 7.0 

Total 513.0 72 

Mean S.D. 

.399 2.366 10 

-1.199 2.043 10 

.645 2.601 31 

.681 3.029 22 
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Table 10. T-Test for Mean Differences with Unequal Groups 
Achievement Gain Scores of Total High Achieve
ment versus Total Low Achievement Groups Pre to 
Posttest 

T-Test Analysis 

DF 71.00000 

T .H08498 

SD-D 2.272469 

Diff .928301 



treatment groups' score gains, separately, demonstrated sig 

nificant difference. Using a one-tailed test, this differ

ence was significant beyond the .01 level. These data are 

provided in Table 11. The low achievement group's score 

gains were compared following the same procedure as for the 

high achieving groups, and as anticipated in view of no 

significant differences found for the total groups' compar

ison (10) no significance was found as shown in Table 12, 

It was unnecessary to subject these data to further 

analysis, therefore, in order to verify the second part of 

hypothesis seven. Obviously, the high achieving treatment 

groups evidenced greater improvement in achievement follow

ing parent intervention than the low achieving treatment 

groups. 
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Table 11 • T-Test for Mean Differences With Unequal Groups 
Achievement Gains Scores of High Achievement 
Comparison versus High Achievement Treatment 
Groups Pre to Posttest 

T-Test Analysis 

DF 39.00000 

T 2. 59357 

SD-D 1.2052208 

Diff -3.12580 

Table 12. T-Test for Mean Differences With Unequal Groups 
Achievement Gain Scores of Low Achievement Com
parison versus Low Achievement Treatment Groups 
Pre to Posttest 

T-Test Analysis 

DF 38.00000 

T -.13648 5 NS 

SD-D 3.596775 

Diff 490909 



CHAPTER V 

DISCUSSION 

Adlerian Family Counseling, as formulated into a 

working model and adapted to the American culture by Rudolf 

Dreikurs, is based on democratic principles of social living. 

It is assumed that in a democracy there is no freedom with

out responsibility—responsibility shared equally by partic

ipants of the democratic social institution whether it be 

family, classroom, community, state, or nation. 

Although the concept of "home responsibility" for 

the child, a key factor in this study, is considered by 

advocates of this approach to be essential in theory and an 

integral part of healthy family functioning in practice, 

investigation of this variable and its contribution toward 

modifying other theoretically related aspects of children's 

behaviors such as self-concept, locus of control and school 

achievement as explored in this study, appears to be unique 

with respect to the reviewed research literature. Similarly, 

theory and practice of this approach demands that the only 

mediators with legitimate authority to alter "home responsi

bility" for their child is the parents. Hence, a second 

essential, yet likewise unsubstantially researched, aspect 

of this present study was to intervene with the parents to 

54 
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encourage them to increase their child's home responsibil

ities while providing them "how to" techniques in accordance 

with these democratic principles and anticipating that this 

parental involvement would be reflected in their child's 

behavior. 

The first and second hypotheses served to verify 

those relationships found in a majority of research studies 

assessing the associations between achievement and self-

concept and achievement and selected locus of control meas

ures . 

The third hypothesis confirmed the suspected rela

tionship unique to this investigation between achievement 

and home responsibility. 

Confirmation of hypothesis four provides a firm 

basis for suggesting that this type of parental intervention 

is indeed effective in increasing the child's home responsi

bilities . 

The failure of hypotheses five and six"to evidence 

significance suggests perhaps one or some combination of the 

following explanations for the apparent inability of the 

intervention to produce the predicted improvements in self-

concept and locus of control of the treatment group children 

over the comparison group children. 

It is possible, as research surveying the literature 

of the relationship between self-concept and achievement, 



published subsequent to the commencement of the present in

vestigation suggests that though there is some significant 

relationship between these variables (at least associa-
Q C 

tional) there is little evidence of causation. This may 

also be true of the locus of control variable which has not 

at least at present, experienced the popularity of that of 

self-concept in the experimental arena. 

Another possibility involves the element of time. 

At maximum sixteen weeks of exposure to additional responsi 

bilities and possibly new parental interactions with the 

child could have been experienced by any of the children... 

many were exposed to these changes during an interval of 

considerably less time. Assuming that self-concept and a 

perception of responsibility for successes had been shaped 

and molded for well over eight years in each child, given 

less than four months to expect substantial change is per

haps an unrealistic demand. 

A third and perhaps most crucial possibility is the 

"how" on behalf of the parents the increase in home respon

sibility was accomplished for the child. Even though spe

cific techniques and theory were carefully taught to the 

parents in accordance with the democratic principles 

•^Charles K. West and James A. Fish, "Relationships 
Between Self-Concept and School Achievement: A Survey of 
Empirical Investigation, Final Report," ERIC Clearinghouse 
on Early Childhood Education, Urbana, Illinois, December 
10, 1973. 



specified by Adler and Dreikurs throughout the parents' six 

weeks of involvement, the present investigation provided no 

means of assessing whether all aspects of these democratic 

principles were applied as encouraged at the meetings. Fur

thermore, not every parent attended every meeting even of 

those who participated. Hence, it is possible that "gaps" 

in the "how to" allowed sufficient diversity in the par

ents' approach rendering it conceivable that some of the 

children may have perceived their "increased" home responsi

bility as punitive, outside their power to control, forced 

on them, unreasonable, demanding, unfair, and even as a 

withdrawal of parental affection if they interpreted "Mom's 

not doing for me anymore," as "Mom doesn't love me anymore," 

the latter a probably typical initial reaction of the child 

regardless of the "how" if he had been accustomed to being 

served by his parents (especially Mother!) Any of these 

factors would tend to depress self-perceptions relevant to 

both self-concept and locus-of-control, initially. 

Hypothesis seven seems to present conflicting data. 

For the high achievers, parent intervention appeared sig

nificantly effective, whereas for the low achievers, the 

anticipated achievement score gain differences between those 

whose parents were involved and those whose were not did 

evidence significance. Again, the time element certainly 

may have contributed to the incongruency between expectation 



and actual occurrence. It is highly likely that for the 

typical low achiever, unaccustomed to being responsible at 

home or at school, whose skill acquitions, study habits and 

self-concepts have suffered over a considerable time period, 

when compared to his high-achieving peers, would find the 

transition from new responsible-self-at-home to responsible-

self-at-school, as reflected in achievement test scores, 

more demanding and time consuming. 

In terms of statistical analysis, a second contrib

uting factor may have been the very real problem of numbers 

comprising the final low achievement treatment groups. Due 

to subject mortality where not even one meeting was attended 

by volunteering parents (especially high among parents of 

low achievers) the "n" for the low achieving treatment groups 

was only about two-thirds the "n" for the high achieving 

treatment groups. Of course, the fewer the subjects, the 

higher the required t-value to achieve significance. 

Likewise, as for the discussion involving data re

lated to hypotheses 5 and 6's failure of findings to confirm, 

the "how" might also be a relevant consideration for lack of 

significant differences with the achievement gains of low 

achieving treatment groups versus their comparison group. If 

their parents embraced only the aspect of increasing their 

child's home responsibilities using coercion or punitive 

measures rather than and democratic methods to do so, then it 



is highly unlikely that the child would internalize self-

responsibility either at home or at school, nor would his 

increased "chore" load at home reflect anything, except per

haps a detrimental effect, in the way of improved academic 

achievement. 

A final explanation contributing to the lack of 

significance for the low achievers might be found among the 

particular environmental conditions effecting certain mem

bers of each group...some of which were made known to the 

investigator during the course of the project. One child in 

the low achieving comparison group had just recently come to 

live with her grandmother—a grandmother who obviously 

needed her to be responsible around the home as reflected 

in her reported time spent on home responsibilities. This 

particular child's final achievement test score evidenced 

tremendous gain over her initial score. Also several of 

the low achieving treatment group's children were members of 

special learning disabilities classes. For those who were 

truly learning disabled (not just behaviorally disabled) 

progress in achievement might be considerably delayed com

pared to the non-disabled child even if their parents helped 

them become more responsible. There may have been other 

mediating and uncontrolled circumstances peculiar to other 

children of these groups that remained unknown to the 



investigator which may have had some significant effect on 

the outcome of this hypothesis. 

Originally, when this project was in the planning 

stages, the treatment and comparison groups were to have 

been composed of only low achieving children. Theory and 

experience, however, suggested perhaps a more meaningful 

investigation would include not only academically unsuccess 

ful children, but also those already successful in their 

school work. Based on the theory that successful children' 

parents are already doing so many appropriate things with 

their youngsters and that it would be easier for them to 

adopt suggested techniques which, in all probability, would 

be commensurate with their existing philosophies and prac

tices concerning their children already, then it was antic

ipated that by including the high achievers' parents in the 

intervention that not only would their children evidence 

significant improvement in achievement over those high 

achieving children whose parents did not participate, but 

that they would demonstrate greater improvement than the 

low achieving treatment groups. The data supported this. 

Recommendations 

The present study added considerable support to 

several basic theories and practices adhered to by propo-

nents of Adlerian Family Counseling. However, it left some 
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questions open and developed others in need of further 

examination. 

Because generalization of evidence from this in

vestigation to other dissimilar populations would be haz

ardous in accordance with valid research procedures, there 

would be considerable merit in replicating essential ele

ments of this study using populations more diverse in 

socio-economic background and environmental conditions than 

those available for this project. 

It would be most advantageous for a similar investi

gation to insure, in some way, the participation of parents 

once verbally committed. Apparently a verbal commitment 

even a written one, does not necessarily imply follow 

through. Perhaps a means of accomplishing this would 

involve prepaid fees refundable in equally divided amounts 

at each meeting attended. 

There would be additional insight provided to theory 

and practice if teachers were also involved in a similar 

program. Perhaps an investigation with only teachers par

ticipating instead of parents and/or a combination of par

ents and teachers, who together might provide greater con

sistency between home and school, could be assessed with 

regards to the impact this intervention with other and/or 

additional meaningful adults in their environments might 
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have on children's responsibility patterns at home and 

school. 

A final recommendation for additional research was 

initiated by the school district participating in this pro

ject... that of a longitudinal study where more time is 

provided for the full impact of intervention with parents 

to be evidenced in anticipated behavioral changes of the 

children. The district has suggested that achievement 

follow-up over the next four years of those children whose 

parents participated be pursued. If such a follow-up study 

were to prove effective, it would seem meritorious to pro

vide parents (and/or teachers) an ongoing program of contin

uing intervention. This might be done either through the 

schools or community services. Such a program would enable 

parents to re-establish and re-orient themselves toward 

carrying out recommended procedures with their children that 

had been introduced through initial intervention. 

Summary 

The purpose of this investigation was to assess the 

relationships of self-concept, achievement, locus of control 

and assumption of home responsibility and the extent to 

which these variables were modifiable through a program of 

parent intervention. 

Third level students at five target schools in 

Chesterfield County, Virginia, were tested on the CTBS 
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reading subtest. The resulting scores were ranked and par

ents of the highest and lowest achievers on this instrument 

were asked to volunteer to attend either of two six-weekly 

sessions (limited to the first forty children's parents 

from each achievement group) and/or permit their children 

to be tested on three separate occasions with measures of 

self-concept (Piers-Harris), locus of control (Crandall 

Intellectual Achievement Responsibility Questionnaire) and 

home responsibility (investigator-designed to assess daily 

average amount in minutes). Children whose parents volun

teered to attend meetings were designated as treatment-^ or 

treatment2 groups depending on the session in which the 

parents chose to participate. Parent meetings were designed 

to provide parents a working knowledge of Dreikur's Child 

Rearing Techniques. Emphasis was placed on encouraging 

parents to increase the amount of home responsibility for 

their children throughout the meetings. Children whose 

parents permitted testing, only, were designated as com

parison groups (ten high and ten low achievers). All 

treatment and comparison group children were pretested on 

the above instruments. The first six weekly session of 

parent meetings was held. These same children were then 

retested with the same instruments as for the pretest 

(posttest-^). The second session of parent meetings was 

held using a format identical to the first session. All 



pre-tested children were tested a third time on the above 

instruments (posttest2). Finally all third level children 

at these five schools were retested on the initial reading 

achievement test. Tests of children whose parents volun

teered to attend meetings but failed to do so were elimina

ted limiting the high achievement treatment groups to a 

total of n = 31 and the low achievement treatment groups to 

a total of n = 22. 

Results of correlation analysis between achievement 

and self-concept and achievement and the positive subtest 

of the locus of control scores demonstrated significant re

lationships beyond the .01 level. T-test analysis for mean 

differences in amount of assumed home responsibility between 

high and low achieving children was significant beyond the 

.01 level. 

One-way analysis of variance followed with Scheffe 

multiple comparison's examining time gains supported expec

tations that this program of parent intervention would be 

significantly CP = .05) effective in increasing treatment 

groups children's assumption of home responsibility. 

One-way analysis of variance failed to support 

anticipated gains for children of participating parents over 

comparison group children with respect to the variables of 

self-concept and the positive subtest of locus of control 

scores. 
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T-test analysis for mean differences in achievement 

score gains was supported for the high achievement treatment 

versus the comparison groups but mean differences for the 

low achievement treatment and comparison groups failed to 

evidence significance (p = .05). However, it was apparent, 

as anticipated, that the high achievement treatment groups 

made greater improvement than the low achievement treatment 

groups compared respectively to their comparison group 

counterparts. 



APPENDIX A 

HOME RESPONSIBILITY QUESTIONNAIRE 

Introduction: (read to child) 

We are trying to understand the kinds of responsi

bilities and the amount of time that young people, about 

your age, spend every day in helping around the house. Here 

are some different kinds of things that children might do to 

help at home. If you do any of these every day try to think 

about and tell me which ones you do and how much time you 

actually spend doing these things as I go through the list. 

Be as honest as you can. Your answers here have nothing to 

do with school and your teachers and parents will not know 

how you answer this. If you do other chores not on this 

list or if you don't do some of these jobs every day, then 

keep this in mind as we go along and let me know what else 

you do and how much time you spend doing it. If you don't 

do some of the chores every day, please tell me how often 

you generally do them and how long it generally takes you. 

Now here is a possible list of chores. You're not 

expected to be doing all of these, so just let me know those 

you really do every day: 
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Yes Approximate Time/Units 

1. Comb your own hair 

2. Pick your own clothes 
to wear 

3. Make your bed 

4. Pick up clothes—put in 
proper place 

5. Straighten your room 

6. Sweep and dust your room 

7. Clean other rooms in 
your house 

bath 

bedrooms 

kitchen 

living room 

dining room 

other 

8. Washing and ironing 
your clothes 

other clothes 

9. Help with younger 
brothers and sisters 

10. Care for pets 

11. Fix breakfast for self 

for others 

12. Fix lunches 
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Yes Approximate Time/Units 

13. Dinner—preparing food 

Setting table 

Clearing table 
after dinner 

Washing dishes 

Drying dishes 

Putting dishes in 
dishwasher 

Putting dishes away 

14. Taking out garbage 

15. Mowing lawn 

16. Raking leaves 

17. Gardening 

18. Running errands 

19. Working on car— 
washing 

20. Helping with general 
house repairs 

21. Others 

2 2 .  

23. 

24. 

25. 

(The following questions provided data for parent meetings 

but did not contribute to the assessment of home responsi

bility involved in the hypotheses of this research) 



Now here are some other things that I'd like you to 

me about involving responsibilities at home: 

Who gets you up in the morning? 

a. Someone wakes me 

b. I get up by myself 

If (a) does (he,she) have to call you more than 

once? Yes No 

Do you get ready for school without being reminded 

about the time? Yes no 

Does Mom call when meals are ready? Yes No_ 

If yes—do you always come the first time she calls? 

Yes No 

Are you a good eater, that is, do you generally eat 

what Mom fixes or does she often have to coax you to 

eat a lot of things? Yes No 

If no—what happens if you don't eat what she wants you 

to eat? No dessert Have to eat it later Can't 

leave table until you eat it She gets mad 

Other 

If you have homework, does someone have to remind you 

to do it? Yes No 

Do you usually do your homework without help? 

Yes No 

Do you usually ask for help with homework if you need 

it? Yes No 
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8. How do your parents see that you get your chores done? 

a. Remind 

b. Withhold their responsibilities 

c. Take away your privileges 

d. Deduct allowance 

e. Punish 

f. Other 

9. Do you get an allowance? Yes No 

10. Do you have brothers and sisters? Yes No 

If yes—does Mom usually get involved with your 

fighting? Yes No 

11. Do you have a set bedtime? Yes No 

Do you usually go to bed without fussing about it? 

Yes No 

12. When you have free time to choose what you want to do, 

how do you usually spend it? 



APPENDIX B 

COMPARATIVE SOCIO-ECONOMIC DATA RELATED 

TO TARGET SCHOOL COMMUNITIES 
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Population Data for Chesterfield County 
July, 187"W7 

Total Population 

American Indian 

Spanish American 

Black 

Total Families 

103,665 

188 

224 

8,651 

32,960 

(3 5% increase 
from 1970) 

Comparative Income Data per capita 

Population 

Total for Chesterfield 
county Residents 

Chesterfield County 
Black Residents 

Chesterfield County 
Spanish American 
Residents 

Total for Virginia State 
Residents 

U. S. Residents (based on 
the first quarter of 1974-

O O 
at annual rate)130 

Mean Median 

$11,973 $11,174 

5,210 7,459 

5,907 8,750 

9,147 8,093 

4,681 (disposable personal 
income) 

37 Comprehensive Area Manpower Plan submitted to 
Governor's State and Regional Planning Commission. Richmond, 
Virginia, July, 1974. 

38 
1974, p. 14. 

Survey of Current Business, Vol. 54, No. 11, Nov., 
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Economic Conditions for Chesterfield County 

Employed in manufacturing (and farming) 28.8% 

Employed in white collar jobs 53.2% 

Employed in government jobs 22.4% 

Unemployed 2. 5 

Educational Data for Chesterfield 
County Residents 

33 91 persons enrolled in colleges and universities 

Population graduated from high school 51. 8% 

Median years of school completed for total population 12. 0% 

Median years of school completed for Black males 8. 8%s 

Median years of school completed for Black females 9. 1% 

Dropout rate in county 3. 4% 

Data on Five Target Schools of Project 
as Estimated From Principal's Reports 

Number of children receiving free lunch (based on 
proverty level income of home) 3.0% 

Non-Caucasian students 2.0% 
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