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CHAPTER I 

INTRODUCTION 

Cognitive and behavioral aspects of perceptions of self have been 

of interest to psychologists for many years. Lindgren and Harvey (1981) 

investigated the effects and correlations of self-image of students 

along with their ability and capacity for self-evaluation. Rosenberg 

(1979) explored the ideal self. Jackson (1979) studied the value in

dividuals ascribe to the self of their level of self-esteem. All of 

the foregoing studies are components of facets of self-concept, a term 

typically used to refer to attitudes toward and perceptions about 

oneself. 

Studies comparing whites and blacks revealed a tendency for 

blacks to have significantly less positive self-concepts than whites 

(Allen, 1974). It was hypothesized that the less positive self-

concept observed for blacks was due to the negative view and treatm.ent 

received from the dominant white culture. However, more recent studies 

by researchers such as Ladner (1971), Rosenberg (1972), and Guterman 

(1972) did not indicate that samples of black women and black men have 

lower self-concepts than equated samples of white women and white men. 

The authors of current studies have postulated that with today's in

creased awareness of the value of one's own ethnicity, blacks in 

general and black women in particular no longer want or attempt to com

pare themselves against white values and standards. Thus, in general, 

self-concepts for blacks appear to have become more positive. 
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Rosenberg (1979) believes that attitudes toward and perceptions of 

self can be, and often are, influenced by people with whom one inter

acts on a day-to-day basis. Stryker (1980) supports the belief by 

observing that those who interact in an environment where others expect 

them to do well have more positive self-concepts than those who are 

expected to fail. Rosenberg (1979) and Stryker (1980) suggest that 

one's everyday social environment can elevate or depress components of 

self-concept. However, since these findings were collected using sam

ples of whites, whether these findings can be generalized to blacks 

cannot be known. Given such findings, it seems reasonable to question 

whether attending either a predominantly black university or a predomi

nantly white university is associated with differences in self-concept 

for blacks. 

The maxim "educate the whole child" is considered the guiding light 

of American education. Historical works of education such as Cardinal 

Principles of Secondary Education and The Purposes of Education in 

American Democracy are evidence of four major goals of American educa

tion. Goals cited include (1) academic, (2) vocational, (3) social and 

civic, and (4) personal, including self-concept development (Silvernail, 

1981). Educators and institutions of learning must help individuals 

develop intellectually and personally while maintaining a balance 

between the two concerns. Therefore, not only is there a need for more 

research related to strategies to help develop and enhance the self-

concepts of students, but findings of such research should be applicable 

to specific audiences such as minority groups. 



There is increasing concern among educators about the problem of 

student retention in higher education. The type of institution of 

higher learning that has the greatest effect on the education of black 

students both intellectually and personally is yet to be determined. 

Of all students who enter college in the United States, only 40% will 

graduate four years later (Freeman & Holland, 1975). According to 

Brown (1980) more than 80% of all black students with college degrees 

graduated from predominantly black universities. Today 90 predomi

nantly black universities graduate as many black students as 1,500 

predominantly white universities. Overall, only 30% of all black stu

dents are enrolled at predominantly black universities, but more than 

80% of the black college graduates come from these institutions. Brown 

(1980) asserts that about 70% of the black students enrolled in predomi

nantly white universities never graduate. According to Hill (1983), in 

predominantly white universities, blacks comprised less than 5% of 

degree recipients at all degree levels in 1981. 

Astin (1977) theorized that students' degree of satisfaction with 

their college environment substantially impacted their perception of 

their college experiences. Astin also correlated students' overall 

satisfaction with specific aspects of the undergraduate experience. He 

found a correlation between involvement within the institution and sat

isfaction with the intellectual environment. Accordingly, students 

should feel that they are part of the institution if they are to suc

cessfully adapt to their college environment. 

The need for conducting research to identify factors that may con

tribute to the success or failure of black students who pursue a 



college degree should be studied. In addition, the effects of self-

concepts of black students should be analyzed as possible factors to 

this concern. Also, the racial composition of the institution should 

be studied in relation to how this factor affects the academic success 

and school adaptiveness of black students. 

Purposes of the Study 

The major focus of the study was to examine whether black females 

majoring in home economics reveal significant differences in their self-

concepts as a function of whether they are attending predominantly black 

or predominantly white universities in the southern region of the United 

States. The secondary purpose was to determine if differences in self-

concept reflective of perceived academic success and school adaptiveness 

were related to selected background variables: 

1. age, 

2. educational background of parents, 

3. income level of parents, 

4. help received from professors, and 

5. time spent in activities of professional organizations. 

Hypotheses of the Study 

Three null hypotheses were tested in the study: 

1. There are no significant differences among self-concept scores 

reflective of perceived academic success and school adaptiveness of 

black female home economics majors attending predominantly black uni

versities and those attending predominantly white universities. 



2. There are no significant differences among self-concept 

scores reflective of perceived academic success and school adaptive

ness of black female home economics majors attending predominantly 

black universities when the respondents are classified on the follow

ing selected background variables: 

a. age, 

b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 

e. time spent in activities of professional organizations. 

3. There are no significant differences among self-concept 

scores reflective of perceived academic success and school adaptive

ness of black female home economics majors attending predominantly 

white universities when the respondents are classified on the follow

ing selected background variables: 

a. age, 

b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 
e. time spent in activities of professional organizations. 

Scope and Limitations 

The study was limited geographically to the southern region of 

the United States because more predominantly black universities are 

located in this region. The sample included black female home eco

nomics majors from predominantly black and predominantly white uni

versities. Because of the limited number of black females enrolled 

in home economics at predominantly white universities, all possible 

subjects were utilized. The remainder of the sample, black female 



home economics majors attending predominantly black universities, was 

randomly selected. 

Questionnaires were distributed by mail directly to the students 

or to the administrators of the college/department depending on the 

preference of the administrator. Participation by students was volun

tary. No attempt was made to adjust differences in numbers of partici

pants attending predominantly black or predominantly white universities. 

Responses were grouped by school type and statistically analyzed 

accordingly. 

In addition, the study dealt with the perceived academic success 

and school adaptiveness aspects of self-concept because these dimensions 

seemed to relate more directly to educational achievement. These 

aspects of self-concept contribute to the students' functional self-

concept, which according to Muller (1978) allow the student to deal 

more efficiently with his chosen environment by facilitating decision 

making and providing a basis for self-directed change. 

Assumptions of the Study 

Basic assumptions underlying the hypotheses and methodology of 

the study included the following: 

1. It was assumed that participants in the study would reply 

conscientiously to the questionnaire. 

2. It was assumed that variables of academic success and school 

adaptiveness partially reflect students' self-concept. 

3. It was assumed that the Self-descriptive Inventory—Level II 

identified in the study was representative of components of 

self-concept of black female university students. 



Definition of Terms 

The following terms were defined in relation to application to 

the research study: 

Academic Success—the achievement of a formal education based 

on standards set by the university and the home economics unit. 

Educational Background—the level of knowledge developed 

through learning based on standards set by the grading system of 

society. 

Help—assistance given which contributes to academic success 

of students. 

Income Level—an individual's financial and economic standing 

within society. 

Predominantly Black University—an institution of higher learning 

where the black race has the greatest influence. An institution that 

was established to provide educational opportunities primarily to the 

black population. 

Predominantly White University—an institution of higher learning 

where the white race has the greatest influence. An institution that 

was established to provide educational opportunities primarily to the 

white population. 

Professional Organization—a group united for and engaged in 

specific activities related to its occupation. 

School Adaptiveness—ability to adjust to the educational 

environment. 
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Self—that portion of the total field that an individual perceives 

as being completely his or her identify—"Me," "I," "Myself." 

Self-concept—for the purpose of the study, the general set of 

attitudes and concepts one has about oneself. Muller defines self-

concept as the individual's repertoire of self-descriptive behaviors. 

It includes self-knowledge, self-esteem, and self-ideal. The individ

ual's repertoire may be made up of self-descriptions which are both 

accurate and inaccurate, consistent and inconsistent, and useful or 

useless in decision making (Muller, Chambliss, & Muller, 1983). 

Self-descriptive Inventory—Level II (SDI—II)—a group test 

designed to measure self-concept and self-esteem reflective of academic 

performance and school adaptiveness (Muller & Muller, 1982). 

Self-esteem—the subset of self-descriptive behaviors which indi

cate self-evaluation. Such statements may refer to the total self or 

to a specific self-quality. For example, if a person is quite proud 

of one's physical body image, the writer could say that one values 

this self-esteem aspect (Muller, Chambliss, & Muller, 1983). 

Self-ideal—the student's goals relative to general academic suc

cess or school adaptiveness (Muller, Lamed, Leonetti, & Muller, 1983). 

Self-knowledge—the subset of self-descriptive behaviors which 

describe the characteristics or qualities of the individuals; the 

degree to which self-concepts of students realistically reflect true 

characteristics. This includes descriptions of physical appearance, 

abilities, cognitive patterns, etc. These descriptions can be both 

highly specific or quite general. Self-knowledge includes 



self-descriptions which indicate an evaluation of characteristics, but 

does not include statements which indicate self-evaluation. A person 

might describe one's mathematics ability as low (self-evalution), but 

still may think that having a low mathematics ability is a positive or 

desirable trait (self-evaluation), (Muller, Chambliss, & Muller, 1983). 



CHAPTER II 

SURVEY OF RELATED LITERATURE 

The purpose of the review is to present and discuss the major 

studies and findings relevant to the topic of self-concept. In order 

to select only those studies most relevant to the research, the review 

was restricted to studies examining self-concept within an educational 

setting. As the literature review shall demonstrate, the educational 

setting is a powerful factor influencing self-concepts of individuals. 

Unfortunately, most studies of self-concept conducted in educational 

settings are of populations yo\inger than the population selected for 

the study. However, there appears to be no research which suggests 

that the findings at the lower educational levels do not generalize to 

the higher levels of education. 

The Influence of the Educational 
Environment on Self-concept 

Brandes (1970) , and Calhoun and Morse (1977) have suggested that a 

child comes to school possessing a self-concept which is composed 

primarily of the child's expectations regarding general experiences 

in school and school performance. However, Entwisle and Hayduk (1974) 

have noted that lacking in these expectations is social comparison. 

At the early stages of educational experience, the self-concept of a 

child undergoes a change that can be either positive or negative, 

depending upon the information gleaned from these comparisons. As 

Entwisle and Hayduk (1974) stated: 

10 
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The early days of school plunge children into a confusing 
new environment of social comparison. The net residue of 
these comparisons . . . shapes the child's evaluation of 
himself. 

Of those studies investigating the influence of characteristics of 

the educational environment at a very early stage, researchers have been 

concerned with whether preschool environments can influence the self-

concept of a child. According to Mann, Harrell, and Hurt (1978) a child 

can be expected to show gains over time in self-concept if the child is 

involved in a preschool program utilizing a strong degree of parental 

participation. The authors observed that gains in self-concept were 

only short-term in programs without parental participation. 

Classroom Practices and 
Self-concept 

Despite the fact that early educational experiences can elevate 

or depress the self-concept of a child, the effect is not immutable. 

One important factor that can radically change the self-concept of a 

child affected by early preschool experiences is classroom practices. 

The research findings with respect to educational environment and 

self-concept suggests that classroom practices, even during elemen

tary school, can have long-term results on both a person's self-concept 

and one's school performance (Allen, 1974). In a study examining 

teacher characteristics and self-concepts, Edeburn and Landry (1974) 

observed that the students taught by teachers who were identified as 

strong in degree of self-acceptance had significantly better self-concepts 

than did the students taught by other teachers who were identified as 



weak in degree of self-acceptance. In a similar study. Peck, Fox, and 

Marston (1977) found that teachers who gave themselves high marks on 

efficiency produced greater gains in levels of self-concept of students 

than did teachers who gave themselves low marks on efficiency. 

Some studies have examined whether the social structure of a class

room can influence self-concepts of students (Glidewell, Kantor, Smith 

& Stringer, 1966). In a 1977 study, Blaney, Stephan, Rosenfield, 

Aronson and Sikes demonstrated how a democratic approach to education 

can influence self-concept. The authors used two groups of fifth grade 

students. One group had to learn the material and then teach it to 

others while the other group simply learned the material in the tradi

tional way. Those who had to learn the material on their own and 

then teach it to others showed significantly greater gains in levels of 

self-concept than did those who learned the material in the traditional 

way. 

Another factor examined for its influence on self-concept was the 

history of success and/or failure of students in the academic setting. 

In this regard, Calsyn and Kenny (1977) observed a conceptual model in 

which the students' histories of success in academia led to high levels 

of self-regard; whereas, failure led to lower self-regard. These 

authors further observed that the effects were stronger for females 

than for males. 

While research evidence strongly supports the notion that teacher 

evaluations of students in terms of success or failure influence self-

concepts of students, most teachers never examine their contributions 
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to the characteristic, nor is self-concept identified for evaluation. 

The point was succinctly addressed by Silberman (1978) who studied 2 71 

report cards from schools throughout the country. She concluded: 

Self-worth, self-confidence, self-esteem, self-regard—call 
it what you will—were almost never included in the items. 
'Follows directions,' on the other hand, was included in 98 
percent of the kindergarten and elementary school report 
cards. Self-reliance, self-direction, self-discovery, self-
awareness were all conspicuously missing, but 'practices 
self-control' appear on 97 percent of the cards. 

While academic judgments of success and failure can influence a 

child's self-concept, the self-concept shaped by the child is not neces

sarily in line with the teacher's judgments, as shown in a national 

survey conducted by the Foundation for Child Development (Crandall, 1967) 

In the survey, over 2,000 children (ages 7 to 11) of all races and back

grounds were asked how well they perceived they were performing in 

school. Thirty percent of the children responded that they were "near 

the bottom." However, assessments made by teachers showed that 19% of 

the students were considered "one of the best" while only 13% were con

sidered to be "near the bottom." 

Woyshner (1979) claims that another educational factor influencing 

self-concept of students is how they feel about tests. According to 

Woyshner, worry over tests is associated with low self-concepts. 

Classroom Structure and Self-concept 

Researchers have examined educational variables affecting self-

concept other than classroom practices. Specifically, these studies 

have examined the school environment for such factors as the impact of 
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open versus closed classrooms; the effects of bicultural education; and, 

the middle-class white orientations of schools. 

According to Silberman (1973) open structured classrooms referred 

to those which are, either in terms of design and/or classroom policies, 

child directed rather than teacher directed. When the open structure 

was first advocated, it was hypothesized that its child orientation 

would be associated with beneficial effects on the child's sense of 

self. This hypothesis has not been supported by the research. Allen 

(1974) found no significant differences between measures of self-concept 

for students in open structured classrooms and students in traditional 

classrooms. Similarly, Klass and Hodge (1978) measured the self-concept 

of 350 seventh graders in traditional and open classroom situations and 

observed no significant differences. However, while self-concept may 

not be affected in these studies, other benefits may be fostered via 

the open classroom situation. 

In a 1971 study, Hetherington suggested that most teachers have 

middle class standards, values, and orientations. She believed that the 

middle class orientation had a negative influence on the personality 

development and general self-concept of lower- class children. She 

hypothesized that lower- class children had low achievement motivation 

and low self^evaluations as a result of the teachers' middle class 

orientation. The conclusion was made that the low achievement motiva

tion and self-evaluation were associated with the elevated dropout and 

school failure rates observed for lower class children. 
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The Bicultural Classroom Environment 
and Self-concept 

Educators have attempted to overcome the middle class orientation 

of their schools through the establishment of a bicultural environment. 

A bicultural environment is defined as a setting in which both cultures 

to which the child may belong are recognized in all aspects of school 

functioning and are integral to the school setting. Goebes and Shore 

(1978) examined how such an environment affects the senses of self in 

students. The authors compared two groups of girls. One group attended 

a school with a single cultural environment, and the other group 

attended a school with a bicultural environment. The researchers found 

that both Anglo and Hispanic girls (ages ranging 10 1/2 to 12 1/2 in the 

bicultural environment had significantly better self-concepts than did 

either the Anglo or Hispanic girls in the single cultural environnent. 

Desegregation of schools also provides for a bicultural environ

ment. Studies examining the effects of such bicultural environment on 

self-concept have yielded conflicting results. For example, Rosenfield 

and Stephan (1978) found a slight increase in the self-concepts of 

black students who moved from a predominantly black school into a de

segregated educational environment. However in a similar study Stephan 

and Rosenfield (1978) found no such increase. Stephan and Rosenfield 

(1978) noted that in most cases, the provision of a bicultural environ

ment through desegregation is not associated with elevations in measures 

of self-concepts of black students. 

The findings of Stephan and Rosenfield are difficult to integrate 

with the findings of Goebes and Shore who found dramatic increases in 
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self-concept as result of a bicultural environment. Some studies show 

the age of the student at the onset of the bicultural educational expe

rience may be a significant factor in determining the elevations of 

self-concept. Others note that desegregation in most of these studies, 

typically occurred during the preadolescent years. Preadolesence may 

be too late for the positive effects of a bicultural environment to be 

obtained (Crandall, 1967; Calsyn, & Kenny, 1977). 

The type of bicultural program/environment that results from de-
« 

segregation is another determining factor on self-concept. Desegrega

tion is not synonymous with integration. Both white and black students 

can be exposed predominantly to a monocultural atmosphere even though 

they attend an integrated school. For example, if,after desegregation, 

a school continues to maintain its white orientation, gains in measures 

of self-concept cannot be expected. However, if the school stresses 

both cultures/ethnicities, then it is reasonable to expect gains in the 

self-concepts of all students. 

The Influence of Selected Background 
Variables on Self-concept 

In addition to the influence of the educational setting or environ

ment upon self-concepts of students, also of interest in the study was 

how selected background variables, such as age and income level of 

parents, might affect self-concepts of students. The following litera

ture review examines studies which have investigated the impact of 

parents' income levels and academic performance upon self-concept. 
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Brophy and Good (1970) found that teachers' expectations can pro

foundly influence academic performance of students which can in turn 

influence self-concept. Brophy and Good (1970) asked teachers to rank 

levels of achievement of their students. The sixth highest and sixth 

lowest ranked students were then selected by the researchers for obser

vation. The researchers found that those pupils for whom teachers held 

high expectations were most likely to receive praise when correct answers 

were provided and were less likely to receive criticism when wrong 

answers were provided than were the lowest ranking students. Further, 

when teachers received wrong answers from the highest rated pupils, the 

teachers were more likely to restate the question and give these students 

a chance to answer correctly. The authors note that these differences in 

treatments promote long-term success and/or failure with respect to aca

demic perfoinnance. Crandall (1967) observed that long-term success or 

failure in terms of academic performance is positively correlated with 

self-concept. 

Rist (1970) reported that socioeconomic class can influence teach

ers' expectations. He observed a group of black children as they moved 

from kindergarten through second grade in an all black urban public 

school. By the eighth day in kindergarten, teachers had sorted the 

pupils in terms of their standards of dress, their interaction with 

the teacher, their use of standard English, and their family social 

class background. Not surprisingly, Rist observed that those children 

who dressed well, interacted easily with the teacher, spoke a high level 

of standard English (as opposed to black dialect) and who came from 
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middle class backgrounds, were labeled by teachers as "fast learners." 

These students received much positive attention from teachers. On the 

other hand, those students who did not exhibit many of these valued 

characteristics were subjected to a lack of praise and, in some in

stances, ridicule by the teachers. The rejected youngsters began to 

withdraw and, by the second grade, were verbally and physically hostile. 

Especially important in the study is that all of the teachers, school 

administrators, students, and others were black. Thus, racial back

ground was not a significant factor in these findings. 

The effects of the teachers' responses to black students appear 

especially important since Taylor (1976) found that the level of self-

concept for minorities in general, and blacks in particular is not so 

much affected by racial stereotypes, broken homes, or even poor school 

performance. Rather, self-concept is shaped by the attitudes of the 

significant others the children meet from day-to-day. These significant 

others include siblings, friends, and teachers. 

The picture that emerges from the foregoing studies is that the 

influence of selected background variables on self-concept is complex 

and often mediated by the variable of teacher expectancies. These com

plex relationships require further study. 

Summary 

Many factors influence self-concepts of students. The literature 

clearly shows that the general educational environment can affect stu

dents ' self-concepts. Self-concepts of students may be most likely to 

be positive in those situations where the teacher has a strong degree 
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of self-acceptance, the children share in the authority, evaluations 

are made in a positive light, and the atmosphere is bicultural. 

The literature showed that the following specific factors were 

related to self-concepts of students: 

1. At the early educational stages, parental participation in 

school programs has been found to be associated with gains 

in levels of self-concepts. 

2. At the early educational stages, a child's self-concept is 

modified by exposure to others with whom one tends to com

pare results. 

3. Teachers with strong degrees of self-acceptance tend to 

foster more positive self-concepts in their students than 

do teachers with weak levels of self-acceptance. 

4. Self-concepts of students will be elevated if the learning 

situation is a democratic one. 

5. Self-concepts of students will be elevated if their history 

of academic performance is successful. 

7. Students who worry about tests tend to have lower self-

concepts than students who do not worry. 

8. Students have higher levels of self-concept when the school's 

structure and atmosphere emphasize and value all of the cul

tural and ethnic backgrounds of its students. 

With respect to the influence of selected background variables 

on the self-concepts of students, the literature suggests that 



socioeconomic background is an important influence on self-co.'̂ .ce: n. 

This influence is frequently mediated by how it affects the expectations 

of students' teachers. If the variables operate to provide the teachers 

with high expectations for the student, then gains in self-concopt can 

be predicted. On the other hand, if they operate to provide teachers 

with low expectations a lowering of self-concepts of students may occur. 

For the purpose of the current study, the research related to the 

bicultural variable is of most interest. The literature suggests that 

if the bicultural school environment really stresses and values both 

cultures, students learning in the bicultural school environment should 

have more positive self-concepts than students learning in a monocultural 

school environment. Whether such an effect can be expected to extend to 

college-age students cannot or has not been determined. Thus, this 

study allowed for an examination of the extent to which these findings 

generalize beyond elementary and secondary schools. 



CHAPTER III 

METHODOLOGY OF THE STUDY 

The purpose of the study was to ascertain whether the self-concepts 

reflective of perceived academic success and school adaptiveness of 

black females majoring in home economics at predominantly black univer

sities would differ from the self-concepts reflective of perceived 

academic success and school adaptiveness of black females majoring in 

home economics at predominantly white universities. An additional 

aspect of the study was to determine the effect of self-concept scores 

reflective of perceived academic success and school adaptiveness upon 

selected background variables of age, time spent in activities of pro

fessional organizations, income level of parents, and whether students 

felt comfortable asking professors for help. 

The review of literature revealed theoretical foundations and 

empirical evidence pertinent to the self-concept variables of academic 

success and school adaptiveness. However, little information was 

located about the interactions of the components of the concept vari

ables for black women. The study constituted an attempt to find more 

evidence by an analysis of self-concept reflected by academic success 

and school adaptiveness of black college women majoring in home 

economics. 

This chapter includes the methods and procedures used in the study. 

The design of the study, the description of the research sample, the 

instrument and the statistical procedures used are included. 

21 
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Selection of the Sample 

Nineteen universities of the southern region of the United States 

were initially selected for use in the study. Administrators of these 

selected universities were contacted by letter and asked to permit 

their students to participate in the study (Appendix A). Administra

tors from 17 universities agreed to participate in the study. The 

sample for the study included 278 black female undergraduate home eco

nomics majors from eight predominantly black universities and nine 

predominantly white universities. A listing of the universities 

selected to participate in the study is provided in Appendix B. 

Administrators of six of the eight predominantly black univer

sities randomly selected sxibjects in collectives of 20 to 30. The 

researcher randomly selected subjects from two of the eight predomi

nantly black universities participating in the study. The names of 

all black female home economics majors were put into an alphabetical 

list and assigned consecutive numbers. The sample was selected by the 

use of a table of random numbers. Because of the lower number of black 

students enrolled in home economics, the researcher utilized all avail

able black females identified by the administrators of predominantly 

white universities as subjects. 

The Instrument 

The researcher used a two-part questionnaire to obtain the infor

mation required to measure self-concept reflective of academic success 

and school adaptiveness along with selected background variables. A 

discussion of the measurement tool used for each variable follows. 
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Instrument for Assessment 
of Self-concept 

The Muller and Muller (1982) Self-descriptive Inventory—Level II 

(SID-II) was selected for use in the study. A copy of the instrument 

and the letter of permission is provided in Appendix C. According to 

Muller et al. (1983), the repertoire of self-descriptive behavior of 

students cannot be observed in totality; however, self-concept can be 

estimated from samples of self-descriptive behavior. This can be done 

efficiently by following procedures which maximize the relevance and 

utility of the resulting estimate, while minimizing the internal re

dundancy of the testing behavior when sampling self-descriptive behav

iors. They state more specifically: 

If one is to assess the degree to which the student's self-
concept (self-knowledge) realistically reflects his true 
characteristics, then the measure of self-concept must be 
reflective of specific, identifiable, and objectively de-
scribable characteristics. For example, it is not possible 
to assess the accuracy of the self-descriptive statement 
•I am a good girl' but is easy to assess the accuracy of 
the statement 'I earn good grades in school.' 

. . . the strength of the relationship between a measure 
of self-concept and a measure of student performance is a 
function of the extent to which the self-concept measure 
reflects the personal characteristic assessed by the per
formance measure. Self-concept measures which are global 
in nature, appear to show a weaker relationship to school 
performance than do measures which are directly reflective 
of school performance. 

Muller and Muller (1982) developed the Self-descriptive Inventory-

Level II (SDI-II) for use with college students to measure self-concept 

in two areas: general academic success and school adaptiveness. Gen

eral academic success refers to how students describe their general 

academic performance and abilities. School adaptiveness relates to the 
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individual's concept of self which is relative to one's ability to 

comply with the standard behavioral expectations of the academic environ

ment. Some examples of school adaptiveness include note taking, class 

attendance and preparation, and class participation. The SDI-II mea

sures three dimensions of self-concept: self-knowledge, self-esteem, 

and self-ideal. 

The SDI-II consists of a series of verbally depicted classroom 

situations. Each situation positively portrays a setting in which stu

dents are portrayed as being more academically successful or adaptive 

in the school environment. Students are asked to read the hypothetical 

depiction and then indicate which role is more typically like themselves. 

Once the students have described themselves in terms of academic success 

and school adaptiveness, they are asked to evaluate how they feel (happy/ 

satisfied or unhappy/dissatisfied) about the assigned identity. The 

test yields three scores, positiveness of self-knowledge, self-esteem, 

and self-ideal. Scores on the four scales range from 0 to 12 for aca

demic success and 0 to 13 for school adaptiveness (Muller & Muller, 1982), 

Muller et al. (1983) reported: 

Most standardized self-concept instruments which utilize 
self-description quantify the observed self-descriptions 
in terms of positiveness. Those self-descriptions which 
reflect the social ideal of the dominant society are 
scored as positive and those which are at odds with the 
social ideal are scored as negative. 

Muller and Muller (1982), used correlation as a technique to assess the 

relative accuracy of self-knowledge in an effort to systematically quan

tify the self-description in terms of accuracy. Each of the test items 

of the SDI-II is scored in terms of positiveness. Each item receives 
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a score of 1 or 0. For self-knowledge and self-ideal, a score of 1 

indicates that the student selected a response indicating a relatively 

more positive role (i.e., academically successful or adapted to the 

school environment). A score of 0 indicates the student selected a 

response indicating a relatively less positive role. For self-esteem 

items, a score of 1 indicates the student selected the happy response, 

and a score of 0, the unhappy response. 

Muller et al. (1983) interpret self-concept as being organized 

into independent areas or factors, and as a result they feel that the 

assessment procedure should reflect an area-specific model of self-

concept. The SDI-II yields a self-knowledge score, a self-esteem score 

and a self-ideal score for each of the two areas tested: academic 

success and school adaptiveness. The self-knowledge score indicates 

the number of times that students reported the positive role was most 

like themselves. The self-esteem score indicates the number of times 

that students reported being happy or satisfied with the way they 

described themselves. The self-ideal score reflects a reasonable goal 

for improvement. 

Muller and Muller (1982) , examined the validity of the SDI-II, and 

reported a factor analysis score which conformed to the hypothesized 

structure. Reliability coefficients were derived from a population of 

college students with test-retest reliabilities ranging from .75 to .85. 

According to Frazier (1983), this instrument is one of few self-concept 

inventories available which meets the validity requirement for 
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factor-specificity (i.e., perceived academic success and perceived 

school adaptiveness rather than global self-concept). 

Content validity was established for the instrument by utilizing 

a panel of experts. The panel consisted of the researcher's Advisory 

Committee and black professionals who are established and respected as 

specialists in related fields. A list of the panel of experts is pro

vided in Appendix D. Instructions to the panel were given by letter. 

Panel members were asked to evaluate the instrument in terms of clarity 

and relevance. A copy of the letter sent to the panel is provided in 

Appendix E. Some members of the panel were also asked to consider the 

clarity of terminology as interpreted by black students and demographic 

information relative to the characteristics and status of black female 

home economics majors. The researcher received oral and written com

ments from panel members. Suggestions from experts were incorporated 

into the instrument. Final revisions were made by the researcher and 

Advisory Committee Chairperson. 

Instrument for Collection 
of Background Data 

A questionnaire for securing background data was developed by the 

researcher. Data pertinent to age, sex, grade point average, academic 

classification, characteristics of university attended, racial composi

tion of high school, relationship between professors and academic 

advisors, school activities, income level of parents, and educational 
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background of parents were analyzed. A copy of the questionnaire is 

provided in Appendix F. 

Instrument Format 

The instrument was designed in booklet form with a trifold cover. 

The letter of instruction to the subjects was written on the inside 

cover of the questionnaire, and the researcher's picture was printed at 

the bottom of the letter adjacent to the researcher's signature. A 

copy of the cover letter is provided in Appendix G. A chart illus

trating the steps in the development of the questionnaire is shown in 

Figure 1. 

Collection of Data 

Home economics university administrators selected for the study 

were contacted by letter asking permission for students to participate 

as subjects (Appendix A). The administrators were given two options 

for questionnaire administration: (1) having the researcher mail the 

questionnaires directly to the subjects, or (2) administering the ques

tionnaires within the respective college/department. The administra

tors who chose to have questionnaires mailed to subjects were asked to 

provide the name and address of each subject selected. Those who 

chose to administer the questionnaire within the college/department 

were asked to submit the number of questionnaires needed for selected 

subjects. This option was given to the administrators for their con

venience. The administrators were also given the choice of assigning 



Selected Self-concept Instrument 

i 

Developed Background Data Instrument 

Revised Form and Reviewed with Committee Chairperson 

Sent Revised Form to Panel of Experts 

Reviewed and Refined Final Draft 

4-

Final Form Sent to Sample 

February 6, 1984 

Figure 1. Sequence Used in Questionnaire Development. 
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contact/resource persons from the college/department to administer zr.c 

instruments. 

An agreement form was included with the letter to the adninistra-

tors to assist the researcher in obtaining information necessary for 

successful questionnaire administration. A copy of the agreement for.-. 

is provided in Appendix A. 

The researcher followed the procedure of questionnaire administra

tion in accordance with instructions given on returned agreement forms 

from administrators. Questionnaires mailed directly to students in

cluded a letter of instruction, an answer sheet, and a pencil. Ques

tionnaire packets were mailed to the administrators as requested. The 

packets included a cover letter, questionnaires, answer sheets, pencils, 

and administration guides. A copy of the administration guide is pro

vided in Appendix H. 

Participants were requested to return the completed instruments 

within a three-week period, February 6 to 24, 1984. A follow-up phone 

call was made as a reminder to those persons whose response had not 

been received at that time. The response rate for subject participa

tion was 72%. 

Statistical Treatment of Data 

After data were collected, information was tabulated and coir.piled. 

The Self-descriptive Inventory—Level II (Muller & Muller, 1982) , was 

scored by the author at New Mexico State University. Information was 

then punched into data cards for computer analysis through the 
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utilization of the Statistical Analysis System (1982). Tae progran 

package was analyzed at the Texas Tech University Computer Center during 

the Spring of 1984. 

The multivariate analysis of variance was used to determine overall 

significant differences in self-concept scores along with univariate 

analysis of variance which identified variables for which significant 

differences existed. Hypothesis 1 was analyzed using the multivariate 

and univariate analysis of variance techniques with school type as the 

independent variable and perceived academic success and school adaptive

ness as dependent variables. Hypotheses 2 and 3 were analyzed using 

multivariate and univariate analysis of variance with age, educational 

background of parents, income level of parents, perceived help from 

professors, and time spent in activities of professional organizations 

as independent variables. Multivariate analyses of the initial results 

pertain to the entire set of dependent variables and have been adjusted 

for correlations among the dependent variables and for the fact that having 

more than one dependent variable causes univariate tests to be posi

tively biased. When significant differences between groups are indi

cated by multivariate analysis, the researcher can be confident that 

the groups differ with respect to at least one dependent variable. The 

analysis of variance procedure compares two or more means on a single 

factor. It analyzes and compares the amount of difference that exists 

within each group and the amount of variance that exists between each 

group (Cornett, 1975). The analysis of variance was selected because 

it is robust with respect to violations of its assumptions, and it is 
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sensitive to small difference between groups (Linton & Gallo, 1975). 

The level of significance used in the study was .05. The Scheffe multi

ple comparison test was used to determine which of the differences 

between group means were significant when more than two groups were 

involved. 



CHAPTER IV 

ANALYSIS AND INTERPRETATION OF DATA 

The primary focus of the study was to determine whether the per

ceived self-concept of black females majoring in home economics differ 

as a function of the universities attended: predominantly black or 

predominantly white. The secondary focus was to ascertain if differ

ences in perceived self-concept were related to selected background 

variables of age, time spent in activities of professional organiza

tions, income level of parents, educational background of parents, and 

variables relating to the students' perception of help received from 

professors and academic advisors. The purposes of the chapter are to 

report the analysis of the data and to interpret the findings of the 

study. The data obtained are reported in terms of students' percep

tions of their academic success and school adaptiveness and will be 

referred to simply as academic success and school adaptiveness. 

Descriptive Data 

The findings of the study were derived from a sample of 278 black 

females majoring in home economics at eight predominantly black univer

sities and nine predominantly white universities in the southern region 

of the United States. The basic background data provide a composite 

picture of the sample. In order to determine the profile of the respon

dents in the study, frequency counts and percentages were tabulated and 

analyzed for all factors. The frequency data are summarized in Tables 

1 and 2. 
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TABLE 1.—Institutional representation in the sample ('1=278) 

School Number of 
Institution Type* Subjects 

Alabama A&M University PBU 17 

Alcorn A&M University, Mississippi PBU 14 

Louisiana State University PWU 10 

Louisiana Tech University PWU 16 

Mississpippi State University PWU 12 

North Carolina Central University PBU 43 

Prairie View A&M University, Texas PBU 30 

Sam Houston State University, Texas PWU 8 

Southern University, Louisiana PBU 38 

Texas Southern University PBU 12 

Texas Tech University PWU 14 

University of Alabama PWU 6 

University of Arkansas, Fayetteville PWU 6 

University of Arkansas, Pine Bluff PBU 8 

University of North Carolina PWU 9 

Virginia Polytechnic Institute PWU 5 

Virginia State University PBU 30 

Percent of 
S.rr.yle 

6. 

5. 

3. 

5. 

A 

15. 

10. 

2. 

13. 

4. 

5. 

2, 

2, 

2 

3 

1 

10 

115 

036 

597 

755 

317 

,468 

,791 

,878 

.669 

,317 

.036 

.158 

.158 

.878 

.237 

.799 

.791 

*PBU—Predominantly Black University-

*PWU—Predominantly White University. 



TABLE 2.—Summary of background data of sample 

(N-278) 
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Background Variable 

Subjects 
a b 

Frequency Percent 

Sex 

Female 278 100.00 

Age 

15 - 17 
18 - 20 
21 - 23 
older than 23 

7 
123 
114 
34 

2.518 
44.245 
41.007 
12.2 30 

Academic Classification 

Freshman 
Sophomore 
Junior 
Senior 

59 
57 
72 
87 

21.223 
20.504 
25.899 
31.295 

Enrollment Status 

Full-time 
Part-time 

254 
24 

91.367 
8.633 

Employment Status 

Full-time 
Part-time 
Unemployed 

31 
123 
122 

11.151 
44.245 
43.885 

Campus Residence 

Yes 
No 

169 
105 

60.791 
37.770 

State Residence Classification 

Out-of-state 
In-state 

39 
232 

14.029 
83.453 
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Background Variable 

Subjects 

Frequency Percent o 

Description of Major 

Clothing Textiles/Merchandising 
Consumer Economics/Management 
Family Life 
Food and Nutrition 
Home Economics Education 
Housing and Interiors 
Human Development 
Restaurant/Hotel Management 

152 
8 
19 
39 
28 
10 
16 
6 

54.676 
2.878 
6.835 
14.029 
10.072 
3.597 
5.755 
2.158 

Overall Grade Point Average 

How 
Uni^ 

4 . 0 0 -
3 . 4 9 -
2 . 9 9 -
2 . 4 9 -
1.99 -
Under 

Responc 
/ e r s i t y 

- 3 . 5 0 
- 3 . 0 0 
- 2 . 5 0 
- 2 . 0 0 
- 1 .50 
1 .50 

i e n t s L e a r n e d 
They A t t e n d 

About 

University Representative 
High School Counselor 
College day/night program 
Teacher 
Parents/other relatives 
Friends 
Mail 
Media (T.V., radio, etc.) 

Why Respondents Selected University 

Near Home 
Good academic reputation 
Family members attended 
Received scholarship 
Influenced by representative 
Home Economics influence 
Influenced by counselor 
Influenced by teacher 

22 
50 
87 
95 
20 
4 

28 
27 
10 
16 
91 
70 
21 
15 

76 
66 
46 
6 
17 
35 
18 
14 

7.914 
17.986 
31.295 
34.173 
7.194 
1.439 

10.072 
9.712 
3.597 
5.755 
32.734 
25.180 
7.554 
5.396 

27.338 
23.741 
16.547 
2.158 
6.115 
12.590 
6.475 
5.036 
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Subjects 

Background Valuable Frequency^ Percent o 

Distance Respondents Live from University 

More than 1100 miles 
1100 - 900 miles 
899 - 700 miles 
699 - 500 miles 
499 - 300 miles 
299 - 100 miles 
99 - 0 miles 

19 
16 
10 
10 
33 
54 
136 

6.835 
5.755 
3.597 
3.50 7 
11.871 
19.424 
48.921 

Racial Composition of High School 

75 - 100% Black 
50 - 74% Black 
25 - 49% Black 
Less than 25% Black 

69 
72 
88 
49 

24.820 
25.899 
31.655 
17.626 

Size of High School Graduating Class 

Over 500 Students 
500 - 400 Students 
399 - 200 Students 
199 - 100 Students 
Below 100 Students 

43 
50 
104 
45 
36 

15.468 
17.986 
37.410 
16.187 
12.950 

Educational Background of 
Respondent's Father 

Grade School 
Junior High School 
High School 
College 
Graduate School 
Master's Degree 
Doctorate Degree 

Educational Background of 
Respondent's Mother 

Grade School 
Junior High School 
High School 
College 
Graduate School 
Master's Degree 
Doctorate Degree 

50 
34 
107 
60 
11 
14 
2 

16 
26 
132 
76 
8 
18 
2 

17.986 
12.230 
38.489 
21.583 
3.957 
5.036 
.719 

5.755 
9.353 
47.482 
27.338 
2.878 
6.475 
.719 
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TABLE 2—Continued 

Background Variable 

Subjects 

Frequencya Percent^ 

Annual Income Level of Parents 

Less than $10,000 
$10,000 - $19,999 
$20,000 - $29,999 
$30,000 - $39,999 
$40,000 - $49,999 
$50,000 - above 

Feel Comfortable Asking 
Professors 

Time 

Yes 
No 

Spent 
Profession; 

for Help 

in Activities of 
al Organizations 

7 - 1 0 hours per week 
3 - 6 hours per week 
1 - 2 hours per week 

0 hours per week 

56 
64 
69 
43 
24 
21 

208 
69 

20.144 
23.022 
24.820 
15.468 
8.633 
7.554 

74.820 
24.820 

16 
43 
101 
118 

5.755 
15.468 
36.331 
42.446 

^Some subjects did not complete all items, therefore the N for 

each item may be less than 278. 

^The percentages given refer to the portion of the total respon

dents for each background variable. 

Of the 17 universities that participated in the study, North Caro

lina Central University comprised the largest group with 43 persons, 

or 15% of the sample. Southern University composed the second largest 

group with 38 persons, or 14% of the sample. Virginia Polytechnic 

Institute represented the smallest group with five persons responding, 

2% of the sample-(see Table 1). 
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All subjects who participated in the study were black females. 

Years of age were divided into four groupings (Table 2). The smallest 

group representing ages 15 to 17 was comprised of only seven persons, 

or 3% of the sample; the largest classification representing ages 18 

to 20 years included 123 persons, or 44% of the sample. The third 

category consisted of those aged 21 to 23 included 114 persons, or 41% 

of the sample. The fourth category represented those aged older than 

23 years and was comprised of 34 persons,'or 12% of the sample. 

The third background Item was academic classification. The fresh

man classification included 59 respondents (21%). The sophomore class 

was composed of 57 respondents (21%). Respondents of the junior classi

fication included 72 persons, or 26% of the sample. The senior classi

fication consisted of 87 respondents, or 31% of the sample. All 

frequencies and percentages for academic classification are given in 

Table 2. 

Of the respondents, 254 (91%) indicated full-time academic enroll

ment status while 24 (9%) respondents reported part-time enrollment 

status. Respondents employed full-time included 31 persons (11%), 

while respondents employed part-time included 123 persons, or 44% 

of the sample- The unemployed group included 122 persons (44%). Re

spondents residing on campus accounted for 61% of the sample. The 

majority of respondents were classified as in-state residents, repre

senting 83% of the sample (see Table 2). 

The majority (152 respondents) indicated clothing and textiles/ 

merchandising as the major area of study. This category represented 
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55% of the sample. Food and nutrition majors comprised the second 

largest category with 39 persons, or 14% of the sample responding. 

Home economics education majors included 28 respondents, or 10o of the 

sample. Restaurant, hotel, and institution management majors repre

sented the smallest category with six persons, 2% of the participating 

sample. Table 2 includes frequencies and percentages for all major 

areas of study reported. 

The participants of the study were asked to report approximate 

grade point average based on a 4.00 grading scale. Those having earned 

a grade point average between 2.00 and 2.49 comprised the largest cate

gory of the sample with 95 persons, or 34%. Those who reported a grade 

point average between 2.50 and 2.99 represented 87 persons, or 31% of 

the sample. Of those reporting 50 respondents (18%) indicated a grade 

point average between 3.00 and 3.49. Respondents earning a grade point 

average between 3.50 and 4.00 included 22 persons, or 8% of the sample. 

Respondents reporting a grade point average under 1.50 represented the 

smallest category with four persons, or 1% of the sample (Table 2). 

Students participating in the study were asked to provide informa

tion regarding characteristics of the university they currently attended, 

The majority indicated learning about the university from parents or 

relatives. The group included 91 persons, or 33% of the sample, Of 

the respondents reporting,70 persons (25%) learned about their univer

sity from friends. University representatives were identified as the 

source by 10% of the sample. The smallest category, 4% of the sample, 

reported learning of the university from college day/night programs. 
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Frequencies and percentages of all sources of information reported are 

given in Table 2. 

The majority of participants selected the university because it was 

located near home. This group included 76 persons, or 27% of the sample. 

Of those reporting, 24% of the sample selected the university because of 

good academic reputation. The fact that family members attended the uni

versity influenced 17% of the sample. The smallest category was com

prised of those who selected the university as a result of academic 

scholarships received. The group included six persons, or 2% of the 

sample. Additional frequencies and percentages for reasons university 

was selected are given in Table 2. 

Of those reporting, 49% of the respondents attend universities 

located less than 100 miles from home. The group accounted for the 

largest representation of the sample with 136 persons. The second 

largest group reported their university was located 100 to 299 miles 

from home. This group included 54 persons, or 19% of the sample. 

Table 2 gives frequencies and percentages for all distances reported. 

The final items of background information requested in the back

ground inventory pertained to characteristics of the high school 

attended. As reported in Table 2, the majority of respondents reported 

attending high schools with a racial composition of 25 to 49% Black. The 

group included 88 persons, or 32% of the sample. Of those reporting, 26% 

of the respondents attended high schools with a racial composition of 50 

to 74% Black. The high school racial composition of 69 respondents (25%) 
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was 75 to 100% Black. The smallest group (18%) reported attending high 

school with a racial composition of less than 25% Black. 

The largest group included those respondents who graduated from a 

high school senior class of 200 to 399 students. The group accounted 

for 104 persons, 37% of the sample. Respondents graduating with a 

senior class of 400 to 500 students comprised 18% of the sample. The 

smallest group of participants (13%) reported a graduating class of less 

than 100 students (see Table 2). 

Testing of Hypotheses 

Three null hypotheses were tested in the study. Results of the 

statistical testing of the hypotheses are presented in this section. 

The independent variable for Hypothesis 1 was school type. To 

test Hypothesis 1 the multivariate analysis of variance and univariate 

analysis of variance were performed to determine if there were signif

icant differences between the self-concept scores of black female home 

economics majors reflective of academic success and school adaptiveness 

due to school type. The Scheffe multiple comparison test was used to 

determine which of the differences between group means were significant 

when more than two groups were involved. Hypotheses 2 and 3 were 

tested using multivariate and univariate analyses of variance. The 

Scheffe multiple comparison test was used to determine which of the 

differences between group means were significant when more than two 

groups were involved. The independent variables for these hypotheses 

were age, income level of parents, educational background of parents, 

perceived help from professors and academic advisors, and time spent 



in activities of professional organizations. Differences pertaining to 

the null hypotheses were considered significant at the .05 level and 

beyond. Results of the testing of the null hypotheses are presented in 

the following sections. 

Hypothesis Number One 

The difference between self-concept scores reflective of academic 

success and school adaptiveness of black female home economics majors 

attending predominantly black universities and those attending predomi

nantly white universities was analyzed to test the first hypothesis 

which stated: 

There are no significant differences between self-concept 
scores reflective of academic success and school adaptive
ness of black female home economics majors attending predomi
nantly black universities and those attending predominantly 
white universities. 

The results of the Self-descriptive Inventory—Level II were exam

ined in order to compare the self-concept scores of the respondents. 

Data from the SDI-II provided self-concept scores reflective of academic 

success and school adaptiveness. Each of the test items was scored in 

terms of positiveness. 

Self-knowledge, self-esteem, and self-ideal variables of self-

concept were tested relative to the respondent's academic success and 

school adaptiveness. Table 3 shows data related to the means and stan

dard deviations of respondent's self-concept scores by school type. 

The multivariate analysis of variance comparing the dependent variables 

of academic success and school adaptiveness by school type indicated 

there was an overall significant multivariate F_ when the Hotelling-
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Lawley Trace test was utilized. Table 4 shows the results of tne anal

ysis. The results indicated that there were significant differences in 

the overall self-concept scores reflective of academic success and 

school adaptiveness between black female home economics majors attending 

predominantly black universities and those attending predominantly white 

universities. 

TABLE 3.—Means and standard deviations of self-concept scores of 
respondents by school type 

Self-concept 
Variable N Mean 

Standard 
Deviation 

Academic Success 

PREDOMINANTLY BLACK UNIVERSITY 

Self-knowledge 
Self-esteem 
Self-ideal 

158 
158 
158 

6.75 
7.20 
8.32 

1.83 
1.87 
1.19 

School Adaptiveness 

Self-knowledge 
Self-esteem 
Self-ideal 

1 .58 
1 .58 
1 .58 

7 .75 
8 .24 
7 . 9 8 

1.27 
1.21 
1.17 

Academic Success 

PREDOMINANTLY V̂HITE UNIVERSITY 

Self-knowledge 
Self-esteem 
Self-ideal 

120 
120 
120 

6.02 
6.98 
6.37 

1.95 
1.97 
0.77 

School Adaptiveness 

Self-knowledge 
Self-esteem 
Self-ideal 

120 
120 
120 

8.26 
8.43 
8.20 

1.05 
0.87 
0.89 
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TABLE 4.—Comparison of respondents' self-concept scores reflective 
of academic success and school adaptiveness by school type 

Source df 
Sum of 
Squares 

Self-knowledge 

School Type 
Error 

1 
2 76 

ACADEMIC SUCCESS 

36.793 
985.785 

10.30* 

Self-esteem 

School Type 
Error 

1 
276 

3.276 
1015.485 

0.89 
0.89 

Self-ideal 

School Type 
Error 

1 
276 

0.143 
295.011 

0.13 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,274)=6.14* 

SCHOOL ADAPTIVENESS 

Self-knowledge 

School Type 
Error 

Self-esteem 

School Type 
Error 

Self-deal 

School Type 
Error 

1 
276 

1 
276 

1 
276 

17.983 
386.840 

2.535 
322.327 

3.586 
312.341 

12.83** 

2.17 

3.17 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3 ,274)=4.27* 

^Significant at the .05 level or beyond. 

^Significant at the .001 level or beyond. 



Univariate analysis of variance was utilized to determine where the 

significant differences relative to Hypothesis 1 occurred. The analysis 

revealed that there was a significant difference for the self-knowledge 

variable of academic success with higher mean scores for students attend

ing predominantly black universities. Self-esteem and self-ideal vari

ables of academic success were not significantly different. 

The univariate analysis of variance revealed that there was a sig

nificant difference for the self-knowledge variable of school adaptive

ness with higher mean scores for students attending predominantly white 

universities. The self-esteem and self-ideal variables of school 

adaptiveness were not significantly different. 

Hypothesis 1 was partially accepted. 

Hypothesis Number Two 

The differences among self-concept scores of black female home eco

nomics majors who attend predominantly black universities were analyzed 

in terms of the second hypothesis which stated: 

There are no significant differences among self-concept scores 
reflective of academic success and school adaptiveness of 
black female home economics majors attending predominantly 
black universities when the respondents are classified on the 
following selected background variables: 

a. age, 
b- educational background of parents, 
c. income level of parents, 
d. help from professors, and 

e. time spent in activities of professional organizations. 

The background inventory provided information pertinent to the 

selected variables of Hypothesis 2. The results of statistical tests 

performed on the variables are reported in this section. 



46 

A2£. The effect of age upon the self-concept variables reflective 

of academic success and school adaptiveness was analyzed for students 

attending predominantly black universities. Means and standard devia

tions of self-concept scores by age are given in Table 5. Frequency 

distributions and percentages for respondent's age are given in Table 

2 on page 34. 

No significant differences on the self-concept variable of aca

demic success were indicated on the basis of age. The multivariate 

analysis of variance indicated no overall significant differences on 

the self-concept variable of school adaptiveness on the basis of age. 

Table 6 shows the results of the analysis of variance test comparing 

the effect of age upon variables of academic success and school 

adaptiveness. 

Parents' educational background. The educational background of 

respondents' parents was divided into categories for each parent. Fre

quency distributions and percentages are given in Table 2 on page 34. 

The means and standard deviations of self-concept scores by father's 

educational background of respondents who attend predominantly black • 

universities are.given in Table 7. 

The analysis of variance test was utilized to compare the effect 

of the father's educational background upon variables of academic suc

cess of black female home economics majors who attend predominantly 

black universities. No significant difference was found, as indicated 

in Table 8. 
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TABLE 5.—Means and standard deviations of self-concept scores of 
respondents in predominantly black universities by age 

Self-concept 
Variable N Mean 

Standard 
Deviation 

15 - 20 YEARS 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-deal 
PBU 

73 

73 

73 

6.79 

7.29 

8.34 

73 

73 

73 

7.83 

8.34 

8.01 

1.79 

1.84 

1.20 

1.21 

1.04 

1.22 

21 YEARS AND OLDER 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

85 

85 

85 

6.73 

7.13 

8.31 

85 

85 

85 

7.68 

8.15 

7.96 

1.89 

1.91 

1.19 

1.32 

1.34 

1.14 



TABLE 6.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness of age: respondents in 
predominantly black universities 

48 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Age 
Error 

1 
156 

0.166 
386.840 

0.05 

Self-esteem 

Age 
Error 

1 
156 

0.983 
3.516 

0.28 

Self-ideal 

Age 
Error 

1 
156 

0.024 
222.861 

0.02 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace F(3,154)=0.12 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Age 
Error 

1 
156 

0.922 
252.450 

0.57 

Self-esteem 

Age 
Error 

1 
156 

1.410 0.96 

Self-ideal 

Age 
Error 

1 
156 

0.094 
215.880 

0.07 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,154=0.43 
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TABLE 7.—Means and standard deviations of self-concept scores of 
respondents in predominanatly black universities by 
father's educational background 

Self-concept 
Variable N Mean 

Standard 
Deviation 

GRADE SCHOOL - JUNIOR HIGH 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

55 

55 

55 

6.56 

7.09 

8.38 

1.79 

1.69 

1.93 

School Adaptiveness 

School knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

55 6.89 1.81 

55 
55 

7.18 
8.03 

HIGH SCHOOL 

2.15 
0.99 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

57 

57 

57 

6.89 

7.18 

8.54 

1.81 

2.15 

0.89 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

57 

57 

57 

7.61 

8.23 

8.23 

1.31 

1.25 

0.85 
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TABLE 7—Continued 

Self-concept 
Variables N Mean 

Standard 
Deviation 

COLLEGE - GRADUATE SCHOOL 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

46 

46 

46 

6.83 

7.37 

8.00 

1.95 

1.73 

1.44 

46 

46 

46 

7.76 

8.13 

6.30 

1.39 

1.48 

1.58 

However, the multivariate analysis of variance based on the educa

tional background of respondent's father revealed an overall signifi

cant multivariate £ when the Hotelling-Lawley Trace test was utilized 

for the self-concept variable of school adaptiveness for respondents 

attending predominantly black universities. The univariate analysis of 

variance was utilized to determine where significant differences on the 

self-concept variable occurred. The results indicated significant differ

ences on the self-ideal variable in the area of school adaptiveness as 

shown in Table 8. 

The Scheffe multiple comparison test was used to determine which 

of the differences between group means were significant for the self-

ideal variable of school adaptiveness by father's educational background. 
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TABLE 8.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by father's educational 
background: respondents in predominantly black universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Father's education 
Error 

2 
155 

3.356 
527.504 

0.49 

Self-esteem 

Father's education 
Error 

2 
155 

2.010 
537.508 

0.28 

Self-ideal 

Father's education 
Error 

2 
155 

7.763 
215.122 

2.80 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,304)=1.51 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Father's education 
Error 

Self-esteem 

Father's education 
Error 

Self-ideal 

Father's education 
Error 

2 
155 

2 
155 

2 
155 

2.149 
251.223 

1.171 
229.688 

9.294 
206.679 

0.66 

0.40 

3.49* 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,304)=2.53' 

*Signifleant at the .05 level or beyond 
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The results revealed a significant difference between high school and 

college/graduate school. An examination of the means in Table 7 indi

cated that the means for the high school group was greater than the 

means for the college/graduate school group. 

The effect of mother's educational background upon self-concept 

variables reflective of academic success and school adaptiveness was 

analyzed for students attending predominantly black universities. Per

centages and frequency distributions are shown in Table 2 on page 34. 

Means and standard deviations of self-concept scores of respondents in 

predominantly black universities by mother's educational background are 

given in Table 9. 

The Hotelling-Lawley Trace test revealed no significantly differ

ent multivariate £ for the self-concept variables of academic success 

and school adaptiveness due to the educational background of mothers 

of respondents who attend predominantly black universities. Table 10 

gives the results of the analysis. 

Income level of parents. The effect of income level of parents 

upon self-concept variables reflective of academic success and school 

adaptiveness were analyzed for students attending predominantly black 

universities. Frequency distributions are given in Table 2 on page 34. 

Means and standard deviations of self-concept scores by income level of 

parents for respondents in predominantly black universities are shown 

in Table 11. 
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TABLE 9.—Means and standard deviations of self-concept scores of 
respondents in predominantly black universities by mother's 
educational background 

Self-concept 
Variable N Mean 

Standard 
Deviation 

GRADE SCHOOL - JUNIOR HIGH SCHOOL 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

29 

29 

29 

6.13 

6.72 

8.00 

1.94 

1.83 

1.54 

School Adaptiveness 

S e1f-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

29 

29 

29 

7.66 

8.21 

7.86 

HIGH SCHOOL 

1.63 

1.18 

1.13 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

75 

75 

75 

6.84 

7.17 

8.45 

1.84 

2.07 

1.11 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

75 

75 

75 

7.77 

8.23 

8.14 

1.69 

1.32 

1.02 
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TABLE 9—Continued 

Self-concept 
Variable N Mean 

Standard 
Deviation 

COLLEGE - GRADUATE SCHOOL 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

54 

54 

54 

6.98 

7.50 

8.33 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

54 

54 

54 

7.77 

8.27 

7.83 

1.74 

1.55 

1.06 

1.21 

1.09 

1.37 

The multivariate analysis of variance utilizing the Hotelling-

Lawley Trace test comparing the effect of income level of parents upon 

self-concept variables of academic success and school adaptiveness 

revealed no significantly different multivariate £. Results of the 

analysis of variance test for respondents attending predominantly black 

universities are given in Table 12 (page 59). 

Help from professors. The effect of perceived help from professors 

upon self-concept variables reflective of academic success and school 

adaptiveness was analyzed for students attending predominantly black 

universities. Frequency distributions are given in Table 2 on page 34. 

Table 13 shows the mean scores and standard deviations of this analysis. 
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TABLE 10.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by mother's educational 
background: respondents in predominantly black 
universities 

Sources df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Mother's education 
Error 

Self-esteem 

Mother's education 
Error 

Self-ideal 

Mother's education 
Error 

2 
155 

2 
155 

2 
155 

14.351 
516.509 

11.472 
538.039 

4.299 
218.586 

2.15 

1.65 

1.52 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,304)=1.14 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Mother's education 
Error 

Self-esteem 

Mother's education 
Error 

Self-ideal 

Mother's education 
Error 

2 
155 

2 
155 

2 
155 

0.341 
253.031 

0.122 
230.738 

3.639 
212.334 

0.10 

0.04 

1.33 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,304)=0.76 
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TABLE 11.—Means and standard deviations of self-concept scores of 
respondents in predominantly black universities by income 
level of parents 

Self-concept 
Variable N Mean 

Standard 
Deviation 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

38 

38 

38 

38 

38 

38 

LESS THAN $10,000 PER YEAR 

6.61 

7.03 

8.58 

7.97 

8.42 

8.21 

1.87 

1.82 

0.89 

1.24 

0.72 

0.00 

$10,000 - $19,999 PER YEAR 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

School Adaptiveness 

Self knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

36 

36 

36 

36 

36 

36 

6.47 

6.72 

8.19 

7.50 

7.92 

7.81 

1.78 

2.07 

1.43 

1.46 

1.69 

1.41 
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TABLE 11—Continued 

Self-concept N Mean 

Standard 
Deviation 

$20,000 - $29,999 PER YEAR 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

40 

40 

40 

6.80 

7.43 

8.43 

1.81 

1.64 

1.11 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

40 

40 

40 

7.78 

8.15 

8.02 

0.97 

1.29 

1.05 

$30,000 - $39,999 PER YEAR 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

26 

26 

26 

6.73 

7.19 

8.09 

2.16 

2.25 

1.38 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

26 

26 

26 

7.77 

8.38 

8.04 

1.48 

1.13 

1.07 
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TABLE 11—Continued 

Self-concept 
Variable N Mean 

Standard 
Deviation 

$40,000 - $49,999 PER YEAR 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

8 

8 

8 

8.13 

8.50 

8.38 

0.99 

0.53 

0.92 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

8 

8 

7.00 

8.50 

7.25 

1.41 

0.53 

1.48 

ABOVE $50,000 PER YEAR 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

10 

10 

10 

7.20 

7.70 

8.10 

1.39 

1.25 

1.29 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

10 

10 

10 

8.30 

8.50 

8.10 

0.67 

0.70 

1.28 
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TABLE 12.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by income level of parents: 
respondents in predominantly black universities 

Source df 
Sum of 
Squares 

Self-knowledge 

ACADEMIC SUCCESS 

Income level 5 
152 

20.819 
510.041 

1.24 

Self-esteem 

Income level 5 
152 

27.409 
522.109 

1.60 

Self-ideal 

Income level 5 
152 

5.587 
217.298 

0.78 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(15,446)=1.01 

Se1f-knowledge 

SCHOOL ADAPTIVENESS 

Income level 5 
152 

11.709 
241.664 

1.47 

Self-esteem 

Income level 5 
152 

7.093 
223.767 

0.96 

Self-ideal 

Income level 5 
152 

7.683 
208.291 

1.12 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(15 ,446)=0.99 
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TABLE 13.—Means and standard deviations of self-concept scores of 
respondents in predominantly black universities by whether 
respondents felt comfortable asking professors for help 

Self-concept 
Variable N Mean 

Standard 
Deviation 

COMFORTABLE ASKING FOR HELP 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

125 

125 

125 

6.96 

7.41 

8.44 

1.74 

1.66 

0.97 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

125 

125 

125 

7.84 

8.37 

8.01 

1.21 

1.03 

1.18 

NOT COMFORTABLE ASKING FOR HELP 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

32 

32 

32 

6.00 

6.38 

7.91 

2.06 

2.40 

1.78 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

32 

32 

32 

7.40 

7.71 

7.84 

1.46 

1.67 

1.13 



The multivariate analysis of variance utilized the Hotelling-

Lawley Trace test to compare self-concept scores on the variables of 

academic success and school adaptiveness on the basis of whether 

respondents felt comfortable asking professors for help. Table 14 

gives the results of this analysis for the variable of academic suc

cess. An overall significant multivariate £ was revealed. The 

univariate analysis of variance indicated significant differences on 

self-knowledge, self-esteem, and self-ideal variables of academic 

success. The results for all three variables revealed higher means 

for students who felt comfortable asking for help from professors 

than those who did not feel comfortable. 

The analysis of variance test comparing whether respondents 

felt comfortable asking professors for help upon the school adap

tiveness variable of self-concept of respondents attending predomi

nantly black universities revealed significant differences for only 

the self-esteem variable of school adaptiveness. An examination 

of the means indicated higher scores for students who felt comfort

able asking professors for help for the self-esteem variable of 

school adaptiveness. Table 14 gives the results of this analysis 

for the variable of school adaptiveness. No other significant 

differences were found. 
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TABLE 14.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by whether respondents 
felt comfortable asking professors for help: respondents 
in predominantly black universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Perceived help 

Self-esteem 

Perceived help 
Error 

Self-ideal 

Perceived help 
Error 

1 
155 

1 
155 

1 
155 

33.480 
506.800 

27.609 
521.868 

7.258 
215.518 

7.18* 

8.20* 

5.22* 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,153)=3.51* 

Self-knowledge 

Perceived help 
Error 

1 
155 

SCHOOL ADAPTIVENESS 

4.793 
248.518 

2.99 

Self-esteem 

Perceived help 
Error 

1 
155 

10.739 
219.540 

7.50* 

Self-ideal 

Perceived help 
Error 

1 
155 

0.755 
214.186 

0.55 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,153)=3.03* 

*Siqnifleant at the .05 level and beyond. 
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Time spent in activities of professional organizations. The 

effect of time spent in activities of profesional organizations upon 

self-concept variables reflective of academic success and school adap

tiveness was analyzed for subjects attending predominantly black uni

versities. Frequency distributions are shown in Table 2 on page 34. 

Table 15 indicates means and standard deviations for these variables. 

The analysis of variance test comparing the effect of time spent in 

activities of professional organizations upon the academic success 

variable of self-concept revealed no overall significant multivariate 

£ when the Hotelling-Lawley Trace test was utilized. Table 16 gives 

the result of this analysis for the variable of academic success for 

respondents attending predominantly black universities. 

The analysis of variance test comparing the effect of time spent 

in activities of professional organizations of respondents attending 

predominantly black universities revealed no overall significant multi

variate £ upon the school adaptiveness variable of self-concept. The 

Hotelling-Lawley Trace test was also utilized for this analysis. 

Table 16 gives the result of this analysis for the school adaptiveness 

variable of self-concept. 

Hypothesis 2 was partially accepted. 

Hypothesis Number Three 

The differences between self-concept scores of black female home 

economics majors who attend predominantly white universities were ana

lyzed in terms of the third hypothesis which stated: 
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TABLE 15.—Means and standard deviations of self-concept scores of 
respondents in predominantly black universities by time 
spent in activities of professional organizations 

Self-concept 
Variable N Mean 

Standard 
Deviation 

3 - 1 0 HOURS PER WEEK 

Academic Success 

SeIf-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

106 

106 

106 

6.75 

7.23 

8.23 

1.78 

1.83 

1.33 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

106 

106 

106 

7.63 

8.12 

7.84 

1.31 

1.29 

1.21 

0 - 2 HOURS PER WEEK 

Academic Success 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

52 

52 

52 

6.79 

7.15 

8.54 

1.97 

1.97 

0.80 

School Adaptiveness 

Self-knowledge 
PBU 

Self-esteem 
PBU 

Self-ideal 
PBU 

52 

52 

52 

8.00 

8.48 

8.29 

1.15 

1.02 

1.04 
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TABLE 16.—Comparison of self-concept scores reflective of acador.ic 
success and school adaptiveness by time spent in activities 
of professional organizations: respondents in predominantly 
black universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Time in organization 
Error 

1 
156 

0.065 
530.795 

0.02 

Self-esteem 

Time in organization 
Error-

1 
156 

0.182 
549.335 

0.05 

Self-ideal 

Time in organization 
Error 

1 
156 

3.396 
219.489 

2.41 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,154)=1.00 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Time in organization 
Error 

1 
156 

4.722 
248.650 

2.96 

Self-esteem 

Time in organization 
Error 

1 
156 

4.474 
226.386 

3.08 

Self-ideal 

Time in organization 
Error 

1 
156 

7.028 
208.946 

5.25 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,154)=1.98 
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There are no significant differences among self-concept 
scores reflective of academic success and school adaptive
ness of black female home economics majors attending pre
dominantly white universities when the respondents are 
classified on the following selected background variables: 

a. age, 
b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 

e. time spent in activities of professional organizations. 

The background questionnaire provided information pertinent to the 

selected variables of Hypothesis 3. The results of statistical tests 

performed on the variables follow. 

Age. The effect of age upon the self-concept variables reflective 

of academic success and school adaptiveness was analyzed for students 

attending predominantly white universities. Means and standard devia

tions of self-concept scores by age are given in Table 17. Frequency 

distributions and percentages for respondent's age are reported in 

Table 2 on page 34. 

The analysis of variance test comparing the effect of age upon 

variables of academic success of respondents attending predominantly 

white universities indicated an overall significant multivariate £ 

when the Hotelling-Lawley Trace test was utilized (Table 18). Uni

variate analysis of variance was utilized to determine where signifi

cant differences occurred. This analysis revealed significant differ

ences existed on the self-esteem and self-ideal variables of academic 

success. Examination of the means in Table 17 indicated that the means 

for the 21 years or older age group was greater for both self-esteem 

and self-ideal. 



TABLE 17.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by age 
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Self-concept 
Variable N Mean 

Standard 
Deviation 

15 to 20 YEARS 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

57 

57 

57 

5.70 

6.61 

8.19 

2.09 

2.19 

0.87 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

57 

57 

57 

8.35 

8.38 

8.33 

0.81 

0.84 

0.71 

21 YEARS AND OLDER 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

63 

63 

63 

6.32 

7.32 

8.54 

1.79 

1.71 

0.64 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

63 

63 

63 

8.19 

8.47 

8.11 

1.24 

0.91 

1.03 
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TABLE 18.-Comparison of self-concept scores reflective of academic 
success and school adaptiveness of age: respondents in 
predominantly white universities 

Source 

Self-knowledge 

Age 
Error 

Self-esteem 

Age 
Error 

Self-ideal 

Age 
Error 

df 
Sum of 
Squares 

ACADEMIC SUCCESS 

1 
118 

1 
118 

1 
118 

11.344 
443.580 

14.897 
451.159 

3.597 
68.527 

3.02 

3.87* 

6.19* 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace F(3,116)=4.33* 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Age 
Error 

1 
118 

0.769 
132.696 

0.68 

Self-esteem 

Age 
Error 

1 
118 

0.243 
91.223 

0.32 

Self-ideal 

Age 
Error 

1 
118 

1.477 
94.888 

1.84 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,116)=0.39 

Significant at the .05 level or beyond. 
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The multivariate analysis of variance indicated no overall signifi

cant differences by age for school adaptiveness of black female home 

economics majors attending predominantly white universities. 

Parents' educational background. The educational background of 

respondents' parents was divided into categories for each parent. Fre

quency distributions and percentages are given in Table 2 on page 34. 

The means and standard deviations of self-concept scores by father's 

educational background for respondents who attend predominantly white 

universities are given in Table 19. 

The analysis of variance test was utilized to compare the effect of 

the father's educational background upon variables of academic success 

of respondents attending predominantly black universities. No signifi

cant difference was found. The multivariate analysis of variance based 

on the educational background of respondent's father did not reveal an 

overall significant multivariate £ for the self-concept variable of 

school adaptiveness when the Hotelling-Lawley Trace test was utilized. 

Table 20 gives the results of this analysis. 

The effect of mother's educational background upon self-concept 

variables reflective of academic success and school adaptiveness was 

analyzed for students attending predominantly white universities. Fre

quency distributions are shown in Table 2 on page 34. Means and stan

dard deviations of self-concept scores by mother's educational 

background are given in Table 21. 

The multivariate analysis of variance indicated an overall signifi

cantly different multivariate £ on the self-concept variable of 
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TABLE 19.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by father's 
educational background 

Self-concept 
Variable N Mean 

Standard 
Deviation 

GRADE SCHOOL - JUNIOR HIGH 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

29 

29 

29 

5.93 

6.79 

8.55 

2.29 

2.32 

0.69 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

29 

29 

29 

8.24 

8.34 

8.17 

HIGH SCHOOL 

1.84 

0.94 

0.93 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

50 

50 

50 

6.14 

6.94 

8.40 

1.74 

2.05 

0.76 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

50 

50 

50 

8.32 

8.56 

8.14 

0.99 

0.65 

0.97 
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TABLE 19—Continued 

Self-concept 
Variable N Mean 

Standard 
Deviation 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

COLLEGE - GRADUATE SCHOOL 

41 

41 

41 

5.95 

7.17 

8.22 

41 

41 

41 

8.22 

8.34 

8.34 

1.99 

1.63 

0.85 

1.06 

1.06 

0.79 

academic success due to the effect of mother's educational background 

for respondents attending predominantly white universities. The 

Hotelling-Lawley Trace test was utilized in the analysis. The Univari-

ant analysis of variance did not identify the academic success variable 

upon which this significant difference existed. 

The Hotelling-Lawley Trace test revealed no significantly differ

ent multivariate £ for the self-concept variable of school adaptive

ness due to the educational background of the mothers of respondents who 

attend predominantly white universities. Table 22 gives the results 

of this analysis. 
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TABLE 20.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by father's educational 
background: respondents in predominantly white 
universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Father's education 2 
117 

1.140 
453.784 

0.15 

Self-esteem 

Father's education 
Error 

2 
117 

2.583 
463.383 

0.33 

Self-ideal 

Father's education 
Error 

2 
117 

1.928 
70.196 

1.61 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,228)=0.77 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Father's education 
Error 

2 
117 

0.251 
133.214 

0.11 

Self-esteem 

Father's education 
Error 

2 
117 

1.375 
90.091 

0.89 

Self-ideal 

Father's education 
Error 

2 
117 

0.989 
95.377 

0.61 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6 ,220)=0.74 
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TABLE 21.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by 
mother's educational background 

Self-concept 
Variable N Mean 

Standard 
Deviation 

GRADE SCHOOL - JUNIOR HIGH SCHOOL 

Academic Success 

SeIf-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

13 

13 

13 

5.92 

7.07 

8.54 

2.25 

2.33 

0.66 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

13 

13 

13 

8.46 

8.54 

8.15 

HIGH SCHOOL 

0.52 

0.66 

0.98 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

57 

57 

57 

6.29 

6.75 

8.47 

1.96 

2.17 

0.66 

School Adaptiveness 

SeIf-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

57 

57 

57 

8.20 

8.47 

8.22 

1.13 

0.84 

0.93 
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TABLE 21—Continued 

Self-concept 
Variable N Mean 

Standard 
Deviation 

COLLAGE - GRADUATE SCHOOL 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

50 

50 

50 

50 

50 

50 

5.74 

7.22 

8.22 

8.20 

8.36 

8.22 

1.86 

1.64 

0.91 

1.09 

0.96 

0.86 

Income level of parents. The effect of income level of parents 

upon self-concept variables reflective of academic success and school 

adaptiveness were analyzed for students attending predominantly white 

universities. Frequency distributions are given in Table 2 on page 34. 

Means and standard deviations of self-concept scores by income level 

of parents are shown in Table 23. 

The multivariate analysis of variance utilizing the Hotelling-

Lawley Trace test comparing the effect of income level of parents upon 

self-concept variables of academic success and school adaptiveness 

revealed no significantly different multivariate £. Results of the 

analysis of variance test of respondents attending predominantly white 

universities are given in Table 24. 
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TABLE 22.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by mother's educational 
background: respondents in predominantly white 
universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Mother's education 
Error 

2 
117 

8.452 
446.472 

1.11 

Self-esteem 

Mother's education 
Error 

2 
117 

5.902 
460.064 

0.75 

Self-ideal 

Mother's education 
Error 

2 
117 

2.103 
70.021 

1.76 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,228=3.11* 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Mother's education 
Error 

2 
117 

0.727 
132.739 

0.32 

Self-esteem 

Mother's education 
Error 

2 
117 

0.505 
90.961 

0.33 

Self-ideal 

Mother's education 
Error 

2 
117 

0.059 
96.307 

0.04 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(6,228)=0.26 

Significant at the .05 level or beyond. 
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TABLE 23.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by income 
level of parents 

Self-concept 
Variable N Mean 

Standard 
Deviation 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

18 

18 

18 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

18 

18 

18 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

28 

28 

28 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

28 

28 

28 

LESS THAN $10,000 PER YEAR 

6.38 

7.33 

8.66 

1.65 

1.49 

0.59 

8.22 1.39 

8.66 0.59 

8.27 1.01 

$10,000 - $19,000 PER YEAR 

6.21 

6.21 

8.46 

2.11 

2.11 

0.69 

8.21 

8.36 

8.14 

1.10 

0.91 

0.97 
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TABLE 23—Continued 

Self-concept 
Variable N Mean 

Standard 
Deviation 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

29 

29 

29 

School Adaptiveness 

Self-knowlege 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

29 

29 

29 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

17 

17 

17 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

17 

17 

17 

$20,000 - $29;000 PER YEAR 

5.86 

6.76 

8.34 

2.03 

2.17 

0.81 

8.52 0.78 

8.62 0.68 

8.28 0.99 

$30,000 - $39,000 PER YEAR 

6.00 

6.47 

8.40 

1.87 

1.90 

0.62 

8.35 

8.47 

8.23 

0.61 

0.72 

0.75 



Self-concept 
Variable 

•8 

TABLE 23—Continued 

N Mean 
Standard 
Deviatio: 

$40,000 - $49,000 PER YEAR 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

16 

16 

16 

16 

16 

16 

5.69 

7.06 

8.19 

2.02 

1.81 

0.91 

7.81 1.52 

8.50 0.82 

8.00 0.82 

ABOVE $50,000 PER YEAR 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

11 

11 

11 

11 

11 

11 

6.27 

7.54 

8.18 

1.79 

1.37 

0.87 

8 .27 

7 .72 

8 .45 

0 . 6 5 

1.49 

0 . 6 9 
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TABLE 24.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by income level of parents 
respondents in predominantly white universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

SeIf-knowledge 

Income level 
Error 

5 
113 

6.528 
432.159 

0.34 

Self-esteem 

Income level 
Error 

5 
113 

11.791 
454.174 

0.59 

Self-ideal 

Income level 
Error 

5 
113 

2.729 
63.707 

0.97 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(15,329)=0.73 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Income level 
Error 

o 
113 

5.355 
127.568 

0.95 

Self-esteem 

Income level 
Error 

5 
113 

7.721 
81.673 

2.14 
2.14 

Self-ideal 

Income level 
Error 

5 
113 

1.700 
94.618 

0.41 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(15 ,329)=1.29 
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Help from professors. The effect of perceived help from profes

sors and academic advisors upon self-concept variables reflective of 

academic success and school adaptiveness was analyzed for students 

attending predominantly white universities. Frequency distributions 

are given in Table 2 on page 34. Table 25 shows the mean scores and 

standard deviations of the analysis. 

The multivariate analysis of variance utilized the Hotelling-Lawley 

Trace test to compare self-concept scores on the variables of academic 

success and school adaptiveness on the basis of whether respondents felt 

comfortable asking professors for help. An overall significant multi

variate £ was revealed for the variable of academic success. The 

univariate analysis of variance indicated significant differences on 

self-knowledge and self-esteem variables of academic success. The 

results for both categories revealed higher means for respondents who 

felt comfortable asking professors and academic advisors for help. 

The analysis of variance test comparing whether respondents 

felt comfortable asking professors for help revealed no signifi

cant differences on the school adaptiveness variable of self-concept for 

respondents attending predominantly white universities. Table 26 gives 

the results of the analysis. 

Time spent in activities of professional organizations. The effect 

of time spent in activities of professional organizations upon self-

concept variables reflective of academic success and school adaptiveness 

was analyzed for subjects attending predominantly white universities. 

Frequency distributions are shown in Table 2 on page 34. Table 27 indi

cates means and standard deviations for these variables. 
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TABLE 25.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by whether 
respondents felt comfortable asking professors for help 

Self-concept 
Variable N Mean 

Standard 
Deviation 

COMFORTABLE ASKING FOR HELP 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

81 

83 

83 

6.39 

7.34 

8.45 

1.70 

1.69 

0.72 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

1.07 

0.94 

0.87 

NOT COMFORTABLE ASKING FOR HELP 

83 

83 

83 

8.24 

8.47 

8.23 

Academic Success 

Self-knowledge 

Self-esteem 
PWU 

Self-ideal 
PWU 

37 

37 

37 

5.22 

6.16 

8.19 

2.25 

2.32 

0.88 

School Adaptives 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

37 

37 

37 

8.32 

8.35 

8.19 

1.05 

0.71 

0.97 
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TABLE 26.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by whether respondents felt 
comfortable asking professors for help: respondents in 
predominantly white universities 

Source df 
Sum of 
Sauares 

ACADEMIC SUCCESS 

SeIf-knowledge 

Perceived help 
Error 

1 
118 

34.992 
419.932 

9.88' 

Self-esteem 

Perceived help 
Error 

1 
118 

36.072 
429.894 

9.90* 

Self-ideal 

Perceived help 
Error 

1 
118 

1.846 
70.278 

3.10 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3 ,116)=5.37** 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Perceived help 
Error' 

1 
118 

0.177 
133.288 

0.16 

Self-esteem 

Perceived help 
Error 

1 
118 

0.359 
91.107 

0.47 

Self-ideal 

Perceived help 
Error 

1 
118 

0.040 
96.326 

0.05 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace F(3,116)=0.38 

Significant at the .05 level and beyond. 

** 
Significant at the .001 level and beyond. 



33 

TABLE 27.—Means and standard deviations of self-concept scores of 
respondents in predominantly white universities by time 
spent in activities of professional organizations 

Self-concept 
Variable N Mean 

Standard 
Deviation 

3 - 1 0 HOURS PER WEEK 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
p;vu 

Self-ideal 
PWU 

54 

54 

54 

6.55 

7.44 

8.48 

1.67 

1.70 

0.77 

School Adaptiveness 

Self knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

54 

54 

54 

8.19 1.15 

8.35 1.06 

8.11 0.95 

0 - 2 HOURS PER WEEK 

Academic Success 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

66 

66 

66 

5.59 

6.60 

8.29 

2.07 

2.11 

0.78 

School Adaptiveness 

Self-knowledge 
PWU 

Self-esteem 
PWU 

Self-ideal 
PWU 

66 

66 

66 

8.33 

8.50 

8.30 

0.98 

0.69 

0.85 
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The multivariate analysis of variance utilized the Hotelling-

Lawley Trace test to compare scores on the self-concept variables of 

academic success and school adaptiveness on the basis of time spent in 

activities of professional organizations. Table 28 reveals that an 

overall significantly different multivariate £ was found for time spent 

in activities of professional organizations. The univariate analysis 

of variance indicated significant differences on self-knowledge and 

self-esteem variables of academic success. The results for both cate

gories revealed higher means for respondents who spent three to 10 

hours per week in activities of professional organizations. 

The analysis of variance test comparing the effect of time spent 

in activities of professional organizations upon school adaptiveness 

revealed no overall significant multivariate £. 

Hypothesis 3 was partially accepted. 

Summary of Hypotheses Testing 

Hypothesis 1 was partially accepted. Comparison of self-concept 

scores by school type indicated significant differences on the self-

knowledge variable of academic success and on the self-knowledge vari

able of school adaptiveness. There were no significant differences on 

self-esteem or self-ideal variables for either academic success or 

school adaptiveness. 

Hypothesis 2 was partially accepted. No significant differences 

were indicated when self-concept scores of respondents attending pre

dominantly black universities were compared on the basis of age, 

mother's educational background, income level of parents, or time spent 
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TABLE 28.—Comparison of self-concept scores reflective of academic 
success and school adaptiveness by time spent in activities 
of professional organizations: respondents in predominantly 
white universities 

Source df 
Sum of 
Squares 

ACADEMIC SUCCESS 

Self-knowledge 

Time in organization 1 
118 

27.637 
427.287 

7.63* 

Self-esteem 

Time in organization 
Error 

1 
118 

20.875 
445.090 

5.53* 

Self-ideal 

Time in organization 
Error 

1 
118 

1.113 
71.011 

1.85 

Multivariate Analysis of Variance 
Hotelling-Lawley Trace £(3,116)=3.25' 

SCHOOL ADAPTIVENESS 

Self-knowledge 

Time in organization 
Error 

1 
118 

0.651 
132.814 

0.58 

Self-esteem 

Time in organization 
Error 

1 
118 

0.651 
90.814 

0.85 

Self-ideal 

Time in organization 
Error 

1 
118 

1.093 
85.272 

1.35 

Multivariate ^Analysis of Variance 
Hotelling-Lawley Trace £(3,116)=0.57 

'significant at the .05 level and beyond. 
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in activities of professional organizations. There were significant 

differences in the self-concept scores of respondents in predominantly 

black universities when comparisons were made on the basis of father's 

educational background for the self-ideal variable of school adaptive

ness. Mean scores were significantly higher for the high school level 

of education. Significant differences were found in the scores of re

spondents in predominantly black universities due to whether respon

dents felt comfortable asking professors for help for the self-

knowledge, self-esteem, and self-ideal variables of academic success 

and for the self-esteem variable of school adaptiveness. Mean scores 

were signifcantly higher for students who felt comfortable asking 

professors for help. 

Hypothesis 3 was partially accepted. No significant differences 

were found when the self-concept scores of respondents in predominantly 

white universities were compared on the basis of father's educational 

background and income level. There were significant differences in the 

self-concept scores of respondents in predominantly white universities 

due to the effect of age for the self-esteem and self-ideal variables 

of academic success. Mean scores were significantly higher for respon

dents 21 years or older. Significant differences were found in the 

self-concept scores of respondents in predominantly white universities 

when comparisons were made on the basis of mother's educational back

ground for the academic success. There were significant differences 

when the self-concept scores of respondents in predominantly white uni

versities were compared based on whether respondents felt comfortable 

asking professors for help for the self-knowledge and self-esteem 
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variables of academic success. Mean scores were significantly higher 

for those respondents who felt comfortable asking for help. Signifi

cant differences were found in the self-concept scores of respondents 

in predominantly white universities due to the effect of time spent in 

activities of professional organizations for the self-knowledge and 

self-esteem variables of academic success. Mean scores were signifi

cantly higher for respondents who spent 3 - 1 0 hours per week in activ

ities of professional organizations. 

A summary of the testing for the three hypotheses is presented in 

Table 29. A significant difference was recognized for each test 

reflecting a level of significance of .05. 



TABLE 29.—Summary of hypotheses testing 
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Hypotheses Test/p Status 

There are no significant differences 
between self-concept scores reflective 
of academic success and school adap
tiveness of black female home economics 
majors attending predominantly black 
universities and those attending pre
dominantly white universities. 

There are no significant differences 
between self-concept scores reflective 
of academic success and school adap
tiveness of black female home economics 
majors attending predominantly black 
universities when the respondents are 
classified on the following selected 
background variables: 

a. age, 
b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 
e. time spent in activities of 

professional organizations. 

F/.05 
Partially 
accepted 

Partially 
F/.05/.001 accepted 

There are no significant differences 
between self-concept scores reflective 
of academic success and school adaptiveness 
of black female economics majors attending 
predominantly white universities when the 
respondents are classified on the following 
selected background variables: 

a. age, 
b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 
e. time spent in activities of 

professional organizations. 
F/.05 

Partially 
accepted 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS FOR 

FURTHER RESEARCH 

The purposes of this chapter are to provide a summary of the study, 

to summarize the findings, and to report conclusions which seem to be 

warranted. Recommendations for further research are also made. 

Summary of the Study 

The primary focus of the study was to determine whether or not 

racial composition of a university attended has an effect on the self-

concept of black female home economics majors. The second purpose of 

the study was to ascertain if differences in self-concept reflec

tive of perceived academic success and school adaptiveness of black 

female home economics majors were related to selected background vari

ables of age, time spent in activities of professional organizations, 

income level of parents, educational background of parents, and 

whether students felt comfortable asking professors for help. 

Data were collected to determine if the type of school attended 

by black female home economics majors affected the way they perceived 

themselves in terms of academic success and school adaptiveness. The 

self-concept scores of black female home economics majors attending 

predominantly black universities and those attending predominantly 

white universities were analyzed to determine whether differences were 

significant. Assessments were made to determine if there were 

89 



90 

statistically significant differences in self-concept scores when com

parisons were made on the basis of selected background variables. 

Three null hypotheses were formulated for the study: 

1. There are no significant differences between self-concept 

scores reflective of perceived academic success and school adaptiveness 

of black female home economics majors attending predominantly black 

universities and those attending predominantly white universities. 

2. There are no significant differences between self-concept 

scores reflective of perceived academic success and school adaptiveness 

of black female home economics majors attending predominantly black 

universities when respondents are classified on the following selected 

background variables: 

a. age, 

b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 

e. time spent in activities of professional organizations. 

3. There are no significant differences between self-concept 

scores reflective of perceived academic success and school adaptiveness 

of black female home economics majors attending predominantly white uni

versities when respondents are classified on the following selected 

background variables. 

a. age, 
b. educational background of parents, 
c. income level of parents, 
d. help from professors, and 
e. time spent in activities of professional organizations. 

The instrument, used in the study contained two parts. Part I, 

entitled Self-descriptive Inventory—Level II, was designed by D. 

Muller and A. Muller (1982). It contained a series of verbally 
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depicted classroom situations that measured two aspects of self-concept, 

academic success and school adaptiveness. Part II was designed by the 

researcher and contained statements that measured the effects of 

selected background variables on the self-concept of black female home 

economics majors. 

Data were collected from 278 black female home economics majors. 

This sample was selected from eight predominantly black and nine pre

dominantly white universities located in the southern region of the 

United States. 

The data were analyzed using a variety of statistical methods. 

Hypotheses were investigated by applying multivariate and univariate 

analyses of variance. Differences for all hypotheses were considered 

significant at the .05 level or beyond. On the basis of analysis of 

related data Hypothesis 1 was partially accepted. Hypothesis 2 was 

partially accepted. Hypothesis 3 was partially accepted. 

Findings, Conclusions, and Implications 

The rationale for this study is supported by reviews of research 

relating to self-concept which have theorized that everyday interaction 

of individuals with their environment can elevate or depress components 

of self-concept. Rosenberg (1979) theorizes that individuals' percep

tion of themselves is often influenced by those people with whom 

they must interact daily. Stryker (1980) supports this theory by 

observing that those who interact in an environment where others expect 

them to do well, have more positive self-concepts than those who inter

act in an environment where others expect them to fail. However, it is 
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not known whether this theory can be generalized to blacks. Some re

searchers have postulated that with today's increased awareness of the 

value of one's own ethnicity, blacks no longer want or attempt to com

pare themselves against white values and standards. Thus, in general, 

their self-concepts have grown more positive. The above phenomenon led 

the researcher to theorize that college environments may be a signifi

cant variable in determining whether there was a difference between the 

self-concepts of black females attending predominantly black univer

sities and black females attending predominantly white universities in 

the southern region of the United States. 

Data acquired from the study were limited to the 278 black female 

undergraduate home economics majors in the southern region of the 

United States who completed the self-concept questionnaire. Based upon 

the findings of the study, the following interpretations, conclusions, 

and implications appear to be appropriate: 

1. Overall self-concept scores reflective of academic success and 

school adaptiveness were significantly different between black female 

home economics majors attending predominantly black universities and 

those attending predominantly white universities. A significant dif

ference existed in the area of academic success. The significant dif

ference was found for the academic success variable of self-knowledge 

with higher mean scores for students attending predominantly black uni

versities. This finding suggests that black female home economics 

majors attending predominantly black universities are more optimistic 

about the probability of academic success. 
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A significant difference was also found in the area of school 

adaptiveness. This significant difference was found for the school 

adaptiveness variable of self-knowledge with higher mean scores for 

those students attending predominantly white universities. Black stu

dents who attend predominantly white universities may have more adjust

ments to make in the learning environment than those in predominantly 

black universities, thereby giving them more confidence in the area 

of school adaptiveness. 

2. The overall effect of age upon variables of academic success 

for respondents attending predominantly white universities was signifi

cant. Significant differences were found for the academic success vari

ables of self-esteem and self-ideal with higher means for respondents 

15 to 20 years of age. No overall significant differences were found 

by age for the school adaptiveness variable for respondents attending 

predominantly white universities. Self-concept scores reflective of 

academic success and school adaptiveness analyzed by age of respondents 

attending predominantly black universities were not significcint. 

This finding suggests that younger black female home economics 

majors attending predominantly white universities perceived themselves 

more positively relative to academic success. This could be due to the 

fact that younger black students have had more exposure to racially 

integrated environments than older black students. 

3. The educational background of the fathers of respondents attend

ing predominantly black universities seemed to have a positive effect on 

their perceived ability to adapt to their school environment. The 
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educational background of the mothers of respondents who attend predomi

nantly white universities had a positive effect on their perceived aca

demic success. Because of the conflict in the findings regarding this 

area, no conclusions can be drawn. 

4. Whether respondents felt comfortable asking for help from pro

fessors had a significant impact on the self-concept of black female 

home economics majors attending both predominantly black and predomi

nantly white universities. The perceived academic success and school 

adaptiveness of students who attend predominantly black universities 

were affected by whether they felt comfortable asking professors for 

help. Significant differences were found for academic success vari

ables of self-knowledge, self-esteem, and self-ideal with higher means 

for respondents who felt comfortable asking professors for help. Sig

nificant differences were also found for the self-esteem variable of 

school adaptiveness with higher means for students who felt comfortable 

asking for help. On the other hand, only the perceived academic success 

of students who attend predominantly white universities was affected by 

whether they felt comfortable asking professors for help. Significant 

differences were found for the self-esteem variable of academic success 

with higher means for respondents who felt comfortable asking profes

sors for help. 

The results of the above findings could be due to the limited num

ber of black professors and role models at predominantly white univer

sities with whom students can identify and relate. Students who attend 

predominantly black universities may feel a stronger personal 
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attachment to their professors as well as a greater satisfaction vith 

their academic lives. This could have implications for professors in 

predominantly white universities to improve their interactions v.-ith 

black students in order to eliminate such differences. Another implica

tion could be for predominantly white universities to employ more black 

professors. 

5. The time spent in activities of professional organizations had 

a significant impact on the self-concept of respondents attending pre

dominantly white universities. Significant differences were found for 

academic success variables of self-knowledge and self-esteem with higher 

mean scores for respondents who spent 3 to 10 hours per week in activ

ities of professional organizations. No significant difference was 

found for the effect of time spent in activities of professional orga

nizations on variables of school adaptiveness. In addition, time spent 

in activities of professional organizations had no significant effect 

on the self-concept of black female home economics majors attending 

predominantly black universities. 

Perhaps the stress of social and racial isolation is alleviated as 

a result of the black students' involvement in professional activities 

in a predominantly white university. Involvement in such activities 

provide opportunities for the students to interact with professors and 

peers in a more relaxed atmosphere and develop more positive 

relationships. 

Apparently the more black students are involved in activities or 

organizations on their predominantly white campuses the more likely 
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they are to perceive that they are successful academically. Because 

black students probably have a greater need to feel a part of the uni

versity community of a predominantly white university, faculty and 

staff at these universities should encourage all students, especially 

black students, to become involved in at least one activity or organi

zation sponsored by the university. Home economics faculties and 

staff should also attempt to provide programs and activities that appeal 

to the interest of black students. 

The researcher concluded that there does exist an overall signifi

cant difference in the self-concept scores of black female home eco

nomics majors as a function of school type. However, the findings of 

this study suggest that the self-concepts of black female home economics 

majors are affected more by individual differences than by the school 

environment itself. These differences support previous research find

ings that black students attending predominantly black universities are 

more academically successful than those attending predominantly white 

universities , and that black students attending predominantly white univer

sities are more adaptive to their school environment. However, other 

variables such as grading could have influenced this finding. These 

variables need to be addressed in future studies. 

It is anticipated that the findings derived from the study will 

have several implications for universities in general as well as for 

the discipline of home economics. Institutions of learning can use 

these findings to help black students achieve academic success as well 

as function in and adapt to their environment. The results of this 
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study will be useful in identifying specific aspects of black students' 

self-concept that are more positive and that may be directly related to 

the success of the black student. 

A further implication is that home economics faculty and adminis

trators at both predominantly black and predominantly white institutions 

should evaluate the aspects of their university programs in which black 

students are academically successful and then decide whether these areas 

might be expanded or improved. The results of the study could also be 

used to improve the various aspects of the university environment, such 

as increasing the number of black faculty and administrators as role 

models and increasing services to meet black student needs. In addition, 

the results could be used by administrators to help them understand the 

needs of black students and respond to these needs. 

Predominantly white universities are new to the task and challenge 

of educating large numbers of black youths- Because this task is a com

plex one, predominantly white universities should encourage more studies 

of this nature. Such studies would help university administrators be

come more sensitive to the needs of black students and encourage black 

student involvement. The self-concept of black students in relation to 

college academic success is one the least investigated variables in the 

college community. Studies relating to black students' self-concepts 

in relation to their university environment can provide administrators 

and faculty with a better understanding of the changes that should be 

made within their universities. Some of these changes may help to re

duce the attrition rates and assist students in reaching their poten

tial personal and professional development. 
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Both predominantly black and predominantly white universities 

serve the needs of black students. Both types of universities should 

strive for quality education that meets the needs of all students, both 

academically and emotionally. By giving special attention to the needs 

of minority groups, both types of universities can provide a nurturing 

and stimulating environment. Universities which accomplish these two 

goals successfully will provide an opportunity for minority students 

to analyze the benefits of each school type and decide which experience 

is the best choice for them. 

Recommendations for Further Research 

The findings, conclusions, and implications of the study suggest the 

need for further investigation in the following areas: 

1. Conduct a longitudinal study beginning with first semester fresh

men home economics majors to determine if their self-concept scores re

flective of academic success and school adaptiveness change by their 

senior year. This study would help provide guidelines for the planning 

of future curricula. 

2. Conduct a follow-up study of this sample of black female home 

economics majors to determine their overall grade point average and re

tention in the universities. This research would help quantify factors 

that may have an effect on students' self-concept. 

3. Conduct a study to investigate the factors in parents' back

ground which may account for variance in self-concepts of students. 

Factors to be investigated might include whether or not parents are 

graduates of predominantly black or predominantly white universities. 
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the amount of interaction between parents and persons of other races, 

and the amount of interaction between parents and black female home eco

nomics students. This study might provide valuable information for 

recruiting black students. 

4. Conduct a study to determine the reliability of the additional 

parts of the Self-descriptive Inventory—Level II which include physical 

maturity and peer relations. This design would assist researchers in 

assessing university students' perception of their total self-concept. 

5. Replicate the study using four groups of home economics majors 

simultaneously which would compare black and white students' perception 

of self-concept in predominantly black and predominantly white univer

sities. This study would be helpful in determining whether factors that 

seem to influence self-concept are the same for black and white students. 

6. Conduct a study examining the interactive effects of school 

type and selected background variables such as age, time spent in activ

ities of professional organizations, income of parents, and educational 

background of parents. Studies of interactive effects of these variables 

might provide valuable information on ways to improve black students' 

perception of their self-concept. 

7. Replicate the study of the effect of racial composition of a 

university attended on self-concept of black female home economics 

majors and compare to students in another discipline. Such a study 

would provide insight into how well home economics meets the needs of 

black students when compared to other disciplines. 
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8. Replicate the study and expand the number of states and uni

versities to determine if increased numbers would alter the findings of 

the study. 

9. Replicate the study and compare the universities in different 

regions of the United States. Such a study could determine whether or 

not culture and geography would have an impact on self-concept of black 

students. 

10. Replicate the study and expand the components of self-concept. 

Utilize all parts of the Self-descriptive Inventory—Level II, peer 

relations, physical maturity, academic success, and school adaptiveness. 

11. Investigate the self-concept of black female graduate students 

in home economics. Compare the self-concept scores of graduate students 

to the self-concept scores of undergraduate students. This design would 

assist in determining if cumulative effects of college courses seem to 

have an impact on students' perception of self-concept. 
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Texas Tech University 
DeparimenI of Home Economics Education 

December 1 0 , 1983 

Dr. Jeanne Gi l ley 
Dean 
College of Home Economics 
Louisiana Tech University 
Ruston, Louisiana 71272 

Dear Dr. Gilleyi 

As a doctoral student In Home Economics Education at Texas Tech University 
under the supervision of Dr. Camille Bell, Chairperson of Home Economics Educa
tion, I am doing a study of the self-concept of black female home economics majors 
who attend predominantly black and predominantly white universities in the south
ern region of the United States with implications for recruiting. It is our hope 
that you will assist us by giving your permission for black students in your home 
economics program to participate in this study. Nineteen institutions from the 
southern region have been selected to participate in the study. Results of the 
study will be mailed to you for use in evaluation, justification, amd recruitment 
purposes. 

In order to complete this stage of the study we are asking for your assistance 
in obtaining needed information. Please send us the names and addresses of 20 to 30 
black females enrolled in your college/department. If you have significantly 
larger numbers than this please randomly select them. 

Enclosed is a copy of the questionnaire your students will be asked to com
plete. After reviewing the enclosed material please complete the agreement form 
and return in the self-addressed envelope by December 23 (if possible). The fona 
indicates your institution's written willingness to participate and designate a 
university contact person who will coordinate the administering of the question
naires to black female home economics majors. Also, please indicate on the form 
whether you would like the questionnaires mailed directly to you for administering 
or directly to the students. To emphasize the importance of the study we would 
like the students to return the questionnaires to your office. We will reimburse 
you for the cost of returning them to us. 

We know that you are extremely busy at this time of the yean however, we 
need this information quickly to continue this research. We deeply appreciate 
your taking time to help us. Should questions arise regarding the study you may 
contact us at (806) 742-2621 or (806) 742-3037. We believe that the results will 
be mutually beneficial. 

Thank you for your time and information. 

Sincerely, 

Camille Bell 
Chairperson of Homo Economics Education 

Glenda Island Lars 
Doctoral Student 

Enclosure 
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AGREEMENT FORM 

Name of person completing the form: 

Name of Institution: 

Mailing Address: 

Department 

P.O. Box 

City State Zip Code 

Telephone Number: 
Area Code Phone Number 

Please check one: 

[] Yes, we are willing to participate in the study. 

[] No, we cannot participate at this time. 

If yes, please enter the name of your faculty contract person. 

Name Telephone 

Please estimate the number of black female students who will be 
involved from your institution. 

Number 

[] Student names and addresses enclosed. 

PLEASE RETURN BY: December 1, 1983. 
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UNIVERSITIES SELECTED TO 

PARTICIPATE IN THE STUDY 
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Alabama 

Alabama A&M University (PBU)^ 
University of Alabama (PWU)^ 

Arkansas 

University of Arkansas at Fayetteville (PWU) 
University of Arkansas at Pine Bluff (PBU) 

Louisiana 

Louisiana State University (PWU) 
Louisiana Tech University (PWU) 
Southern University (PBU) 

Mississippi 

Alcorn State University (PBU) 
Mississippi State University (PWU) 

North Carolina 

North Carolina Central University (PBU) 
University of North Carolina (PWU) 

Texas 

Prairie View A&M University (PBU) 
Sam Houston State University (PWU) 
Texas Southern University (PBU) 
Texas Tech University (PWU) 

Virginia 

Virginia State University (PBU) 
Virginia Polytechnic Institute (PWU) 

^PBU - Predominantly Black University. 

^PWU - Predominantly White University. 



APPENDIX C 

INSTRUMENT FOR ASSESSMENT OF SELF-CONCEPT 

Self-descriptive Inventory— Lev^l n̂ 'Jote 

NOTE: Muller, D. & Muller, A. (1982). Self-descriptive Inventory-
Level II. Copyright 1982 by Douglas Muller & Ann Muller. 
Reprinted by permission. 
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Texas Tech University 
Department of Home Economics Education 

O c t o b e r 2 , 1983 

Dr. Douglas Muller 
Department of Counseling and 

Educational Psychology 
New Mexico State University 
Las Cruces, New Mexico 88003 

Dear Dr. Muller: 

As a doctoral student in Home Economics Education at Texas Tech Uni
versity under the supervision of Dr. Camilla Bell, Chairperson of Home 
Economics Education, I am doing a study of the self-concept of black 
female home economics majors who attend predominantly black and predomi
nantly white universities with implications for recruiting. Because you 
are among the effective leaders of your profession, it is my hope that 
you will consent to assist me by granting me permission to use the Self-
descriptive Inventory—Level II in the study. 

Much literature has been written describing the self-concept of 
students. However, it is not known whether the findings of this research 
generalize to blacks. 

I have consulted with Dr. Edwin Chambliss and Dr. Camille Bell, and 
I have given considerable thought to the use of this instrument to obtain 
data for my dissertation. I feel that it will adequately measure the com
ponents of self-concept of the sample of the study, and I believe the 
results will be mutually beneficial. 

I deeply appreciate your taking time to help me. Should questions 
arise regarding the study you may contact me at (806) 742-2621. 

Thank you for your time and assistance. 

Sincerely, 

Glenda Island Lars 
Doctoral Student 
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I. SELF DESCRIPTIVE INVENTORY 

1-3 The class has just received their graded test papers. The test 
was quite easy for most of the students and most received high grades. 

Complete the following statement about yourself by selecting the ans
wer which best describes you. 

1. In a situation similar to the one described above, I usually 

] a. do not receive a high grade. 
] b. receive a high grade. 

As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

In the above situation, I want to try to be like one of the people 
who 

] a. did not receive a high grade. 
] b. received a high grade. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * ************************************ 

4-6 A teacher is lecturing on a new and difficult topic that he/she 
said was important. Some of the students are carefully taking notes; 
others are just listening. 

Complete the following statements about yourself by selecting the answer 

which best describes you. 

4. In a situation similar to the one described above, I usually 

[ ] a. take notes. 
[ ] b. do not take notes. 

5. As I think about myself in the above situation, I feel 

r 1 a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

6. in the above situation, I want to try to be like one of the people 

who 

[ ] a. takes notes. 
[ ] b. does not take notes 
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7-9 You have taken a test in one of your classes. The test was very 
important and very difficult. A few of the students received high 
grades. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

7. In a situation similar to the one described above, I usually 

] a. receive a high grade. 

] b. do not receive a high grade. 

8. As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

9. In the above situation, I want to try to be like one of the people 
who 

] a. received a high grade. 
] b. did not receive a high grade. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

10-12. You are in a class. Almost everyone present understands what 
is being taught that day. 

Complete the following statements about yourself by selecting the answer 
which best describes you. 

10. In a situation similar to the one described above, I usually 

[ ] a. understand what is being taught. 

[ ] b. don't understand what is being taught. 

11. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

12. In the above situation, I want to try to be like one of the people 

who 

[ ] a. understands what is being taught. 
[ ] b. does not understand what is being taught. 
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13-15. Some members of the class have gotten a little too noisy and 
the teacher has had to remind them to be quiet. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

13. In a situation similar to the one described above, I usually 

[ ] a. have been noisy. 
[ ] b. have not been noisy. 

14. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that 

I am 

15. In the above situation, I want to try to be like one of the 
people who 

[ ] a. was being noisy. 
[ ] b. was not being noisy. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

16-18. The teacher has just returned the grades on a test. Some of 
the students have received low grades, and some have received high 
grades. 

Complete the following statements about yourself by selecting the ans
wer which best describes you. 

16. In a situation similar to the one described above, I usually 

[ ] a. receive a low grade. 
[ ] b. receive a high grade. 

17. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

18. In the above situation, I want to try to be like one of the people 
who 

[ ] a. received a low grade. 
[ ] b. received a high grade. 
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15~21. A teacher made an assignment that was to be handed in today. 
Most of the people in the class have the assignment ready but a few 
did not do it. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

19. In a situation similar to the one described above, I usually 

] a. have the assignment ready. 

] b. do not have the assignment ready. 

20. As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

21. In the above situation, I want to try to be like one of the people 
who 

] a. has the assignment ready. 
] b. does not have the assignment ready. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

22-24. A teacher is presenting a lecture when several students begin 
to ask the teacher why they have to learn that material. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

22. In a situation similar to the one described above, I usually 

[ ] a. do not ask why the material must be learned. 
[ ] b. ask why the material must be learned. 

23. As I think about myself in theabove situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that 

I am. 

24. In the above situation, I want to try to be like one of the people 

who 

[ ] a. does not ask why the material must be learned. 
[ ] b. asks why the material must be learned. 



116 

25-27. A class discussion is in progress. Some of the students have 
said things which are very interesting and show that they really under
stand what is being discussed. Other students have said things which 
are off the topic and show that they don't understand what is being 
discussed. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

25. In a situation similar to the one described above, I usually 

] a. say things which show that I understand. 

] b. say things which show that I don't understand. 

26. As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

7. In the above situation, I want to try to be like one of the people 
who 

] a. say things that show that he/she understands. 
] b. say things that show that he/she doesn't understand. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

28-30. The teacher is lecturing on a topic. The students are not under
standing a point the teacher is trying to make so some of them ask ques
tions. Some of the questions sound very foolish and others do not sound 
foolish. 

Complete the following statements about yourself by selecting the answer 

which best describes you. 

28. In a situation similar to the one described above, I usually 

[ ] a. ask a question which sounds very foolish. 
[ ] b. ask a question which does not sound foolish. 

29. As I think about myself in the above situation, I feel 

[ ] a happy or satisfied with myself for being the way that I am. 
[ ] b! unhlppy or dissatisfied with myself for being the way that I am. 

30. In the above situation, I want to try to be like one of the people 

who 

[ ] a. asks a question which sounds very foolish. 
[ ] b. asks a question which does not sound foolish. 
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31-33. You are listening to one of your teachers present a leczure or 
lesson. Some of the students understand what is being presented, 
others do not. 

Complete the following statements about yourself by selectinc the ansvor 
which best describes you. 

31. In a situation similar to the one described above, I usually 

] a. understand what is being presented. 

] b. do not understand what is being presented. 

32. As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

33. In the above situation, I want to try to be like one of the people 
who 

] a. understands what is being presented. 
] b. does not understand what is being presented. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

34-36. The students of a class are turning in an assignment. A few of 
the papers are especially neat; most are not especially neat. 

Complete the following statements about yourself by selecting the answer 
which best describes you. 

34. In a situation similar to the one described above, I usually 

[ ] a. turn in a paper which is not especially neat. 
[ ] b. turn in a paper which is especially neat. 

35. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

36. In the above situation, I want to try to be like one of the people 
who 

[ ] a. turns in a paper which is not especially neat. 
[ ] b. turns in a paper which is especially neat. 
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37-39. A class is discussing a topic. A few of the students are say
ing things which show that they understand more about the topic than 
everyone else in the class. 

Complete the following statements about yourself by selecting the answer 
which best describes you. 

37. In a situation similar to the one described above, I usually 

[ ] a. say things which show that I understand more than most of the 

others in the class. 
[ ] b. do not say things which show that I understand more than most 

of the others in the class. 

38. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

39. In the above situation, I want to try to be like one of the people 
who 

[ ] a. says things which show that he/she understands more than most 
of the others in the class. 

[ ] b. does not say things which show that he/she understands more 
than most of the others in the class. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

40-42. A class discussion is in progress. Most of the students are 
discussing the topic but a few are trying to disrupt the group by say
ing things that have nothing to do with the topic. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

40. In a situation similar to the one described above, I usually 

] a. make a disruptive remark. 

] b. do not make a disruptive remark. 

41. As I think about myself in the above situation, I feel 

] a. happy or satisfied with myself for being the way that I am. 
] b. unhappy or dissatisfied with myself for being the way that I am. 

42. In the above situation, I want to try to be like one of the people 
who 

] a. makes a disruptive remark. 
] b. does not make a disruptive remark. 
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43-45. A teacher has written something very important on the chalk 
board and has asked the students to copy it into their notebooks. Most 
of the students copy what's on the board. A few do not. 

Complete the following statements about yourself by selecting the ans
wer which best describes you. 

43. In a situation similar to the one described above, I usually 

[ ] a. copy the material. 
[ ] b. do not copy the material. 

44. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

45. In the above situation, I want to try to be like one of the people 
who 

[ ] a. copies the material. 
[ ] b. does not copy the material. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

46-48. The teacher is presenting some new and difficult material. A 
few of the students understand what is being taught but most do not. 

Complete the following statements about yourself by selecting the 
answer which best describes you. 

46. In a situation similar to the one described above, I usually 

[ ] a. understand what is being taught. 
[ ] b. do not understand what is being taught. 

47 As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

48. In the above situation, I want to try to be like one of the people 

who 

[ ] a. understands what is being taught. 
[ ] b. does not understand what is being taught. 
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49-51. The teacher is discussing something in the textbook and has 
said that it would be helpful to turn to that page. Some of the stu
dents do as the teacher suggests but most don't bother to turn to the page, 

Complete the following statements about yourself by selecting the ans-.ser 
which best describes you. 

49. In a situation similar to the one described above, I usually 

a. don't bother to turn to the page. 

b. turn to the page. 

50. As I think about myself in the above situation, I feel 

a. happy or satisfied with myself for being the way that I am. 
b. unhappy or dissatisfied with myself for being the way that I am. 

51. In the above situation, I want to try to be like one of the people 
who 

a. doesn't bother to turn to the page. 
b. does turn to the page. 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 

52-54. A teacher is lecturing and has told the students to take notes. 
Some of the students are not taking notes, others are. 

Complete the following statements about yourself by selecting the answer 
which best describes you. 

52. In a situation similar to the one described above, I usually 

[ ] a. don't take notes. 
[ ] b. take notes. 

53. As I think about myself in the above situation, I feel 

[ ] a. happy or satisfied with myself for being the way that I am. 
[ ] b. unhappy or dissatisfied with myself for being the way that I am. 

54. In the above situation, I want to try to be like one of the people 

who 

[ ] a. doesn't take notes. 
[ ] b. takes notes. 
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Dr. Camille Bell, Chairperson and Professor 
Department of Home Economics Education 
Texas Tech University 

Dr. Flossie M. Byrd, Dean 
College of Home Economics 
Prairie View A&M University 

Dr. A. Sue Couch, Associate Professor 
College of Home Economics 
Texas Tech University 

Dr. Pam Cummings, Assistant Professor 
College of Home Economics 
Texas Tech University 

Dr. Imogene Ford, Professor 
College of Home Economics 
University of Tennessee 

Dr. Elizabeth Haley, Dean and Professor 
College of Home Economics 
Texas Tech University 

Dr. Gail House, Assistant Professor 
College of Home Economics 
Texas Tech University 

Dr. Jesse Ingram, Professor 
Department of Psychology 
Texas Tech University 

Dr. Gwendolyn Nellons, Professor 
College of Home Economics 
Texas Southern University 

Dr. Helen Richards, Associate Dean 
College of Education 
Grambling State University 
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Texas Tech University 
Department of Home Economics Education 

D e c e m b e r 5 , 1983 

Dr. Flossie M. Byrd 
Dean 
College of Home Economics 
Prairie View A&M University 
Prairie View, Texas 77146 

Dear Dr. Byrd: 

As a doctoral student in Home Economics Education at Texas Tech 
University under the supervision of Dr. Camille Bell, Chairperson of 
Home Economics Education, I am doing a study of the self-concept of 
black female home economics majors who attend predominantly black and 
predominantly white universities with implications for recruiting. 
Because you are among the effective leaders of your profession, it is 
my hope that you will consent to assist me by agreeing to serve as a 
member of the panel of experts for my study. 

Much literature has been written describing the self-concept of 
students. However, it is not known whether the findings of this re
search generalize to blacks. 

I have given considerable thought to the use of this instrument 
to obtain data for my dissertation; however, because of my limited 
background, I feel the need to have this instrument judged by you. 
Please evaluate the enclosed questionnaire and rate the items in 
terms of clarity and relevance. You may write directly on the ques
tionnaire. After reviewing the instrument, please return it in the 
self-addressed envelope by December 16. 

I know that you are busy at this time of the year, and I deeply 
appreciate your taking time to help me. Should questions arise re
garding this instrument, you may contact me at (806) 742-2621. I 
believe that the results will be mutually beneficial. 

Thank you for your time and information. 

Sincerely, 

Glenda Island Lars 
Doctoral Student 
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II. BACKGROUND INFORMATION . 

Please mark the blank which best describes you. 

55. 

56, 

57 

Sex: 
[ ] 
[ ] 

Age: 
[ ] 
[ ] 
[ ] 
[ 1 

Year 
[ ] 
[ ] 
[ ] 
[ ] 

Male 
Female 

15-17 
18-20 
21-23 
older than 23 

in school: 
Freshman 
Sophomore 
Junior 
Senior 

58. Are you currently a: 
[ ] Full-time student 
[ ] Part-time student 

59. Which of the following best describes your major? 
[ ] Clothing and Textiles/Merchandising 
[ ] Consumer Economics/Family Management 

[ ] Family Life 
[ ] Food and Nutrition 
[ ] Home Economics Education 
[ ] Housing and Interiors 
[ 1 Human Development 
[ ] Restaurant, Hotel, and Institutional Management 

60. Do you live on campus? 
[ ] Yes 
[ ] No 

61. Are you currently: camous 
[ ] Employed full-time _ On campus Off c^pus 
[ ] Employed part-time On campus Off campus 
[ ] Unemployed 

62. What is your approximate overall grade point average? 

[ ] 4.00-3.50 
[ ] 3.49-3.00 
[ ] 2.99-2.50 
[ ] 2.49-2.00 
[ ] 1.99-1.50 
[ ] Under 1.50 
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63. How did you learn about this university? 
[ ] University representative 
[ ] High School Counselor 
[ ] College day/night program 
[ ] Teacher 
[ ] Parents/other relatives 
[ ] Friend 
[ ] Mail 
[ ] Media (T.V., radio, newspaper, etc.) 

64. Why did you select this university? 
[ ] It was located near my home. 
[ ] It had a good academic reputation. 
[ ] My family members attend(ed) this university. 
[ ] I received an academic scholarship from this university. 
[ ] I was influenced by the university representative. 
[ ] I was influenced by the Home Economics Department of this 

university. 
[ ] I was influenced by my high school counselor. 
[ ] I was influenced by my high school teacher(s). 

65. Are you classified as a(n): 
[ ] out-of-state student 
[ ] in-state student 

66. Approximately how many miles is your home located from this 
university? 
[ ] More than 1100 miles 
[ ] 1100-900 miles 
[ ] 899-700 miles 
[ ] 699-500 miles 
[ ] 499-300 miles 
[ ] 299-100 miles 
[ ] 99- 0 miles 

67. How well do you know the professors and staff of your Home 
Economics Department? 
[ ] Very well 
[ ] Fairly well 
[ ] Not well at all 

68. Do you feel comfortable in asking your professors for assistance 

with course work? 
[ ] Yes 
[ ] No 
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69. Are your academic advisors helpful to you? 
[ ] Yes 
[ ] No 

70. 

71, 

72, 

73, 

74. 

75, 

How much time do you spend in activities of professional organi
zations? 
[ ] 7-10 hours per week 
[ ] 3-6 hours per week 
[ ] 1-2 hours per week 
[ ] 0 hours per week 

How much time do you spend in activities of social organizations? 
[ ] 7-10 hours per week 
[ ] 3-6 hours per week 
[ ] 1-2 hours per week 
[ ] 0 hours per week 

What was the size of the graduating class of your high school? 
[ ] above 500 students 
[ ] 500-400 students 
[ ] 399-200 students 
[ ] 199-100 students 
[ ] Below 100 students 

What was the racial composition of the high school from which you 
graduated? 
[ ] 75-100% Black 
[ ] 50- 74% Black 
[ ] 25- 49% Black 
[ ] Less than 25% Black 

Which of the following best describes the highest level of educa
tion attained by your father? 
[ ] Grade school 
[ ] Junior High school 
[ ] College 
[ ] Graduate school Master's _ Doctorate 

Which of the following best describes the highest level of educa
tion attained by your mother? 
[ ] Grade school 
[ ] Junior High school 
[ ] High school 
[ ] College 
[ ] Graduate school Master's _ Doctorate 
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76. Which to your knowledge best describes your parents' annual 
income level? 

less than $10,000 
$10,000 - 19,999 
. $20,000 - 29,999 
$30,000 - 39,999 
$40,000 - 49,999 
$50,000 - above 

Your time and effort in responding to this survey are greatly appre
ciated. 
THANK YOU VERY MUCH. 
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Dear Student: 

You have been selected by your dean to participate in a study 

of the self-concept of black female home economics students. Please 

read the instructions on the inside cover of the enclosed questionnaire. 

Be sure to respond to all the questions. Using the enclosed 

pencil mark your answers on the answer sheet, not the booklet. You may 

keep the pencil, with my compliments. 

After the survey is completed. Insert the answer sheet inside the 

booklet; be sure it is secure. Fold the cover so that my postpaid 

return address is on the outside flap. Tape the cover using the gold 

sticker below (be sure to moisten the sticker). Mail the questionnaire 

to me by Friaday, February 17, 1984. 

Thank you again for your help with this important project. 

m^j^ / _ oCiU^ 
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STUDENT CENSUS ADMINISTRATION GUIDE 

Administrator(s) Instructions: 

WHO: -Black undergraduate female students majoring in 
home economics 

WHEN: -Spring Semester or Spring Quarter 1984 
Please schedule to ensure a return by February 27, 1984 

HOW: -Voluntary Participation 
-Formal Administration 

Examples: 
Classroom 
Organizational Meeting 

-Informal Administration 
Examples: 

Individual or group 
Sign up sessions 

Please read aloud or have students individually read the following 
information before attempting to complete the questionnaire. 

I. Purpose of the Study 
The purpose of this study is twofold. The general purpose of 
the study is to help provide statistical data regarding the 
black female home economics student. The second purpose of 
the study is to provide data on how the black female home 
economics major feels toward academic achievement and what she 
thinks about herself as a college/university student. 

II. Participates in the Study 
The student sample will consist of black undergraduate female 
home economics majors from approximately 17 universities in 
the southern region of the United States. All students in
cluded in the student census will be obtained on a voluntary 
basis. 

III. Benefits of the Study 
The results of this study will be of value in helping univer
sities meet the needs of black female students. Academic in
stitutions will gain knowledge regarding the conceptions black 
female students have about themselves and their academic 
environment. 
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IV. Questionnaire Completion Guidelines 

1. Respond to the questionnaire by marking only the answer 
sheet. 

2. Use the Texas Tech pencil to mark the answers. You may 
keep the pencil with my compliments. 

3. In answering the questionnaire, please realize that there 
are no right or wrong answers. The questionnaire was 
designed to solicit your personal viewpoints. 

4. Please respond to each item on the questionnaire. 

5. Be sure to read the letter on the inside cover of the 
questionnaire. 

6. If you are uncertain about any of the questions, feel free 
to ask for clarification from the person administering the 
questionnaire. 

7. Do not write your name, school name, instructor's name, or 
course number on the answer sheet. 

8. The information obtained in the questionnaire will be held 
in strict confidence. 

9. Please return the answer sheet to the person administering 
the questionnaire when you have responded to all the 
statements. 

10. You may keep the test booklet if you would like my address 
for future correspondence. 

Thank you for your willingness to participate in this study. 




