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ABSTRACT

o help secondary school students to attain higher academic achievements in
examinations. This is because good performance in these examinations acts as a
sh which students proceed to higher education levels and good jobs. This study
% find out the relationship between self-concept of students and their academic
= im Mwala division of Machakos district. The study employed an ex post facto
& design. The target population included all the 360 Form Four students in the six
schools. A proportionate random sample of 186 students was selected from
Data was collected through administration of questionnaires to the
The collected data was then processed and analyzed using both descriptive and
ssasistics with the aid of Statistical Package of Social Science (SPSS) version 11.5
s The findings showed that: students’ academic achievement depends on their
of self-concept; students have the ability to attain higher levels of self-concept
b =ss of their gender and the type of school; and the kind of teachers’ feedback about
i performance and ability of the students influences their self-concept. The findings
. ws study could help teachers to boost the‘ level of self-concept of the students and this in
--y will lead to the improvement in academic performance. It could also help the
hy of Education to see the necessity of training more teacher counselors to enhance
_ * self —concept in students. Further, the findings could help both parents and teachers
7 % demysiify traditional stereotypic gender-role dispositions about the ability of students so as
% Boost the level of self-concept and academic achievement. Lastly, it may help teachers to
- fSacws om positive feedback about academic performance of students in order to encourage
I e w0 work hard. This may in turn enhance improvement in students’ performance.
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CHAPTER ONE: INTRODUCTION
of the Study

= W mprove academic performance in secondary schools, different strategies have
% dowm (G.OK, 1999). That is, education stakeholders always endeavour to ensure
s perform well in their examinations. Examinations provide major channels of
chamces for higher education and good and promising jobs. Our schools are
memendous, social, political and democratic challenges and this has had negative
® swdemss’ academic performance. Educationists, teachers, parents and churches
and come up with ways of solving the problems in our schools in order to

ic performance.

2 Muola (1990) examinations have been accepted by the educationists and other
Gers as an important aspect of our educational system. He further says that
s have always been used as the main basis for judging student’s ability and also
s of selection for educational advancement and employment. Muola argues that
performance of pupils has drawn the attention of the government, educationists,
5. administrators, researchers and even pupils. This is because good academic results
‘mmcipated by parents, teachers and the community at large. Education is expected to
e youth for national development and remove elitism among many other objectives

1986). For this reason, examination is viewed as a very important tool for achieving

- Secomdary school students sit for Kenya Certificate of Secondary Examination (K.C.S.E) at the
@i of the fourth year. Different approaches and strategies have been tried out in order to
~ mpwowe academic performance. Strategies such as extra tuition, motivation of both teachers
- #nd smdemts. maintenance of high levels of discipline among students, proper training and
Sepervising of teachers and students, and the implementation of guidance and counselling
.' peogrammes o help the student adjust well to school work and school environment (G.O.K,
‘ U¥SS. & s through guidance and counselling that students’ self —concept can be improved.
- The prowision of efficient counselling assists in the improvement of self- image for both boys
“ @ gwls and broadens their educational and occupational aspirations, hence effective
~ wsizstion of unutilized human resources (Mutie & Ndambuki, 1999).



Mizkinde (1984), Guidance and counselling programmes involve giving personal
s sfwice o the students and establishing a relationship, which develops self —
: gowth and personal resources. Mutie and Ndambuki further argue that
= = important time of the development of self-esteem, a positive self-image or

besn done to bring out the relationship between secondary school students’ self-
ﬁ academic performance. For example, Coopersmith (1967) in his study
amsecedents of self-esteem found that expectations of success or favourable
Skely 1o result in confident posture, but expectations of failure are likely to
meshension, anxiety and lack of persistence. He also found that negative self-

<me the individual’s conviction that he is weak and inferior, may lead him/her to
@ hisher opinions are not worth stating. Self-concept determines our choice of
our intensity of efforts, and our persistence in the face of obstacles and unpleasant
=< in part by reducing the anxiety that might interfere with performance of the
(Bandura ef al., 1982). This means that persons with high self-concept are more
and do better at a given level of intelligence than persons with low self-concept. It
smplies that positive attitudes towards self indicate positive achievement while negative
= indicate failure. Self-concept helps to explain academic performance of students in
siiemic courses (Schunk, 1989). This means that self-concept and academic performance

Be related. Melgosa (2002) asserts that self-concept is a very important determinant of
_ s academic performance. She says that poor self-concept in adolescents
'ﬁﬂ'ly girls) may cause poor academic performance. Therefore, self-concept and
.. ‘sesdlemic performance seem to be related. It is against this background that the study attempted
& esmsblish whether there is a relationship between self-concept and academic performance
~ amene secondary school students in Mwala division of Machakos District.

7T

‘ , 1.2 Seatement of Problem

| Sl concept is known to exert a powerful influence, affecting the way people perceive,
Judee and behave (Atwater, 1994). That is, as situations and people around change, self-
comcept has a function of reassuring them that they are basically the same person they were
wesserday. For this reason self-concept is a driving force in peoples’ endeavour to realise their
me=ds On the basis of this, the study assessed the extent to which self-concept influenced
scademic performance among secondary school students in Mwala Division of Machakos



3 & the study endeavoured to determine whether self-concept has a direct
sm the performance in secondary schools in Mwala division.

the Study
sought to establish the relationship between self-concept and academic
= among secondary school students in Mwala Division of Machakos District.

the Study

2 achieving the following specific objectives:

7 ==rmine whether the way the teacher labels students affect the students’ self-
_ ‘somcept in Mwala division.

To determine whether school type influences the self-concept of secondary
School students in Mwala division.

To determine whether gender differences exist in self-concept levels among
Secondary school students in Mwala division.

To determine whether there is a significant relationship between students’ self-
concept and academic performance among secondary school students in Mwala
division.

Hypotheses

v was guided by the following hypotheses.

There is no significant relationship between teacher labelling and the level of self-
concept among students

The type of school does not significantly influence the level of self-concept among
the students

There is no significant gender difference in the levels of self-concept among the
students

There is no significant relationship between students’ self-concept and academic

performance



of the Study

of the study is important to teacher counsellors in helping secondary school
selop positive self-concepts, which in turn lead to good academic performance in
wis. The results also help teachers in secondary schools to know the importance
selfcomcept in students and hence avoid utterances, which make the students
self-concept. The schools’ administration could use the study to implement
= amd counselling programmes to enhance students’ positive self-concept which
academic performance.

Limitation of the Study

comducted in the secondary schools in Mwala Division of Machakos District.
- sy the form four students. This was because they had been in school for a longer
and therefore their academic records and trends could easily be established. It
¢ w eswmblish the relationship between student’s self-concept and academic

e school administrators were apprehensive and suspicious about giving their Form four
aes” academic records to a stranger who could use it against them. There was therefore
of them giving inaccurate academic achievement records. To control this, the
# requested the students to write their mean grades for the required examinations on

e gmestionnaires to check whether they were the same as those from the academic records.

Assamptions of the Study
study was based on the following assumptions:
Secondary school students had developed particular levels of self-concept
&  School type, gender and labelling had an influence on self—concept.
. :‘ﬁ Academic achievement in terms of examination results reflected true ability of the
students.
U™} The target populations have more or less the same characteristics and academic
environment.
™

Respondents provided honest responses




Level of performance evaluated using examinations as a
yardstick. In this study the form IV end of first term and
second term mock examinations were used and assessed in
terms of the overall mean grade attained. Examinations have
been accepted by the educationists and other stakeholders as an
avenue to getting jobs and even further education opportunities.
These are psychological attributes, characteristics and
behaviours that are acquired within a social context and are
related to the social meanings of sexual categories in given
society (Williams, 1987). In this study, gender refers to boy and
girl students.

-mic Performance: This is the performance above the normal level. In this study

it ranges from 7-12 points (C+ to A).

This is the level of self-concept above the normal level. In this
study it ranges from 97 to 160.

These are descriptive words or phrases applied to a person to
describe or classify him/her. In this study, labelling refers to the
feedback that teachers give their students about their
performance and ability.

Law Academic Performance: This is the performance below the usual or normal level. In

Law Self-concept:

this study it ranges from 5 to 1 points (C- to E).
This is the level of self-concept below the usual or the normal

level. In this study it ranges from 32 to 93.

Moderate Academic Performance: This is an average performance that is neither very good

Moderate Self-concept:

Self — concept:

nor very bad. In this study it is 6 points (C plain).

This is the average level of self-concept. It is neither too high
nor too low. In this study it is 96.

Overall image or awareness people have of themselves. It
includes all those perceptions of “I” and “me” together with the
f‘eelings, beliefs and values associated with them (Atwater,
1994). Self -concept governs the way people experience their

bodies. It determines our choice of activities; our intensity of



efforts. and our persistence in the face of obstacles and
unpleasant experiences, in part by reducing the anxiety that
might interfere with the performance of activity (Bandura et al,
1982) This means that persons with high self concept are more
effective and do better at a given level of intelligence than

persons with low self-concept.



CHAPTER TWO: LITERATURE REVIEW

pRer Dresents a review of the literature on the students’ self-concept. The review
s e global overview of self-concept and its contextualization. Also covered is the
besween self-concept and self-esteem; self-concept and academic performance;
-es im self-concepts levels; school type and self-concept; and teacher labelling.
somchudes by explaining the theoretical and conceptual frameworks adopted for

: of Self-Concept
o smé Cantor (1984) define self-concept as one’s mental representation of oneself.
view, it means the individual as he/she views himself/herself. Kihlstrom and

of the self as a cognitive structure has two sets of implications, namely;

; addressed by Kihlstrom and Cantor. Their approach to personality and the self starts
e assumption that social cognitions are the most important mental processes, namely
mwolving mental representations of the self of others, and of situations in which
with others take place.

and Cantor assert that the self-concept is made up of cognitions about oneself.
coenitions result from constellations in the environment of that person. Greenwald and
L s (1984) describe the self as a central cognitive structure, a self —concept with content
_-m from person to person. The self is seen here both as the object of an attitude and as
s “active”, functioning organization that both acquires and receives knowledge and is thus
Iih:' described as a central attitudinal schema. According to Atwater (1994) the self —
samcept includes all those perception of “I” and “Me’ together with the feelings, beliefs and
walues associated with them. As such, the self-concept is actually a cluster of selves, even
#oush we habitually refer to it in the singular. Atwater asserts that self —concept provides us
with our personal identity or sense of who we are. He says that even though situations and
- people around us change, our self-concept reassures us that we are basically the same person
we were yesterday. Our self-image is more real to us than our bodies, and it governs the way
we experience our bodies. One example of thinking about self is the concept of possible
selves put forth by Markus and her colleagues, (Markus & Nurius, 1986, Inglehart et al



Your possible selves include your visions of the self, you dream of becoming — the
seif the thin self the loved and admired self. They also include the self you fear
1 unemployed self, the alcoholic self, the academically failed self. Such possible
mativate us by laying out specific goals to pursue and the energy to work toward them.

Contextualization of Self-Concept
shiliny 1o see oneself as a distinct entity is a necessary first step in the evolution and
. of a self-concept (Sedikides & Skowronski, 1997). In support of this, Myers
1995, poses that infancy’s number one social achievement is attachment. Childhood’s major
sl schievement is  a positive sense of self. Further, (Damon & Hart, 1988) note that self
—ssssemton emerges gradually over about a year, starting in roughly the sixth month, when
e ol reaches towards the mirror to touch her image as if it were another child. .Beginning
il $s simple recognition, the child’s self — concept gradually becomes stronger. By school
se=_ children begin to describe themselves in terms of their gender, their group memberships
- amd their psychological traits. Damon and Hart argue that the infants come to see themselves
2= zood and skilful in some ways but not others. They form a concept of which traits, ideally,
#es would like to have. By age 8 or 10, their self-images have become quite stable.
According to Myers, it is at age 12 when most children have developed a self-concept-a sense
of their own identity and worth. Although we cannot ask the baby directly, we can again
capizalize on what she can do- letting her behaviour provide clues to the beginning of her self

Baumrid (1991) carried out a study entitled Parenting styles and Adolescent Development
which revealed that children with the highest self-esteem, self-reliance and social competence
wsually have warm concerned authoritative parents. Further, Baumrid argues that although in
most studies the subjects have been mid-class white families, studies with families of other
races and in more than 200 cultures worldwide confirm the social and academic benefits of
lowing and authoritative parenting. It is evident here that if people are given control over their
Ewves they become motivated and self—confident.



These who experience little control more often see themselves as helpless and incompetent.
M (l”Si argues that socially mature, agreeable children elicit greater trust and more
~ mmmsomsbie weatment from their parents than do less competent and less cooperative children.
I_l (1994) identifies several types of selves: The self-image; the self I see myself to be,
e weal self the self I'd like to be, and my social selves; the way I feel others see me. These

| piesses are expounded on in subsections 2.3.1 to 2.3.3.

131 Seif Image
Awamer | 1954 describes self-image as the way one sees himself / herself and as the self one
- Wmls %= she is. He argues that it is made up of highly personal self image’s and since it is

: =ach of us is an expert on his / her own image however realistic or unrealistic his /
hm may be. Atwater continues to say that our self image is made up of the many
#= perceptions we have acquired growing up, especially in our formative years and it is
mesty nfluenced by the way we are seen and treated by significant others, especially our
pesests. Further, Mutie and Ndambuki (1999) say that adolescence is an important time for
e development of self image. They argue that the adolescents compare their real and ideal
sehves and judge themselves by how well they measure up to social standards and
expectations and how well they perform. Increasing evidence from Mutie and Ndambuki

Shows that the adolescents form opinions of themselves by seeing themselves as others see
them.

2.3.2 Ideal self

A larger gap between a child’s real self and ideal self is usually a sign of maturity and social
adjustment (Maccoby, 1980). He argues that children who set high standards for themselves
seem aware of the difference between what they are and what they would like to be and
working toward the goal of ideal self then mature.

According to psychoanalytic view proposed by Sigmund Freud, we are not fully aware of our
adeal self because we have acquired much of it by identifying with parental demands and
prohibitions during the formative years of childhood (Atwater, 1994). Further, Atwater
argues that many of the “shoulds” and “should nots” of our conscience represent unconscious
and unrealistic demands that may keep us from growing up. An example is the perfectionist
student who feels he must make all A’s or he will not be a worthwhile person.



233 Muitiple selves

Self —comcept includes hundreds, perhaps thousands of self-perceptions in varying degrees of
ety and intensity that we have acquired in growing up (Atwater, 1994). Much of the
@wersity of the self reflects our social rules, so that even the normal happy person wears
“mamy masks”. At the same time there are many other self-perceptions that are les clearly
sssociated with social rules. Atwater continues to argue that some Self - images arise from
experience of our own bodies, others reflect needs, interests, traits and habit patterns acquired

Swrough experience, and these self-images may be integrated within our overall self —concept
m varying degrees.

2 4 Relationship between Self-Concept and Self-Esteem.

Self-concept is related to self-esteem in that people with high levels of self-esteem have high
lkewels of self-concept (Franken, 1994). In support of this Myers (1995) further observes that
low self-esteem people do not necessarily see themselves as worthless and wicked, but they
@ kack good things to say about themselves. More often than not unhappiness and despair
eo-exist with low—self esteem. Those whose self-image falls short of what they think they
susht to be are vulnerable to anxiety (Higgins, 1987). According to Coopersmith (1967)
persons who seek psychological help frequently acknowledge that they suffer from feelings
of madequacy and unworthiness and see themselves as helpless and inferior — incapable of
mproving their situations and lacking the inner resources to tolerate or reduce the anxiety
readily aroused by everyday events and stress. He further observes that a person with high
self —esteem maintains a fairly constant image of these capabilities and of his distinctiveness

as a person.

2.5 Self~Concept and Academic Performance

Maslow (1970) explained why people get motivated in his theory of motivation. He argued
that motivation is a goal-seeking behaviour, which is closely linked to need satisfaction and
which diminishes with the satisfaction of a current need. He came up with a hierarchy of
meeds which include physiological needs, safety needs, social needs, self-esteem needs and
self-actualization needs. In the contexts of Maslow’s hierarchy of needs, the need for
achievement would be associated with one of the higher levels, the need for esteem. Rogers
(1980) developed a concept known as the phenomenon self or self-concept. He assumes the
existence of an actualizing tendency at the biological level-the human organism’s tendency to

develop and fulfill itself. In the processes of actualizing itself, it engages in a valuing process.

10



esperences that are perceived as enhancing are valued positively and sought afier;
are perceived as blocking fulfillment are valued negatively and avoided.

and educators are becoming increasingly aware of the fact that a person’s idea
or self-concept, is closely connected to how he behaves and learns (Hamacheck,
. Imcreasing evidence from Hamacheck indicates that low performance in basic school
2s well as the misdirected motivation and lack of academic involvement
w=twcs of the under-achiever, the dropout, the culturally disadvantaged, and the
Be due in part to negative perception of the self. Hamacheck further notes that
s have difficulties in school not because of low intelligence or bad hearing but
ey have learned to consider themselves as unable to do academic work. For
& 2 student says “I’ll never pass that test, I just know it”, the student is expressiﬁg
z sbout how he feels about himself.

and Nurius (1986) and Inglehart ef al (1989) give examples of several selves which
the rich self, the thin self, the loved self, the admired self, the unemployed self, the
self and the academically failed self. The authors say that such possible selves
us by laying out specific goals to pursue and the energy to work toward them. Still
ssudies (Coopersmith, 1967) revealed that persons whose performance does not match
‘Wer personal aspirations evaluate themselves as inferior, no matter how high their
ihls. These persons are likely to report feelings of guilt, shame or depression and to
‘ssmchuede that their actual achievements are of little importance. Coopersmith observes that
wmless and until they attain their desired goals, they regard themselves as unsuccessful and
f wmworthy. Such individuals are likely to perform poorly. Children who form a positive self —
: ssmcept are more confident, independent, optimistic, assertive and sociable (Maccoby, 1980).
Sach children are likely to perform highly in their examinations. Hamachek (1995) asserts
e 2 positive self —concept will allow a person to take risks, tolerate ambiguity, face fears

= emgage in many activities whereas a low self — concept will create intense shyness, fear
_-" ¥ adalts and peers.

2.5 Gender Differences in Self —Concept Levels

Ome of the most important psychological aspects in a child is the development of gender
moles. which are behaviour patterns that are considered appropriate for males or females in a
ewen culture (Sdorrow, 1993). According to Sdorrow gender roles vary across cultures and

11



@mme. He notes that during the nineteenth century, as the United States moved from an
R | country to an industrial country, the concept of “separate spheres” arose. In the
sphere men began to play” the good provider” role, and in the female sphere women
w0 play the “home maker” role. The first formal theory of Sigmund Freud assumed
e resolution of what he called the Oedipus conflict at age 5 or 6 led the child to adopt

der of the same- sex parent.

>w (1993) study on children has revealed that gender identity develops by the age of 3
before the resolution of the Oedipus conflict and that gender identity develops even in
who live in one— parent households. It is possible that children learn gender roles
h observing gender—role models and by being rewarded for appropriate gender role
sur. Though there are no observable differences in the physical appearance of male
f=male newborns whose genitals are covered, parents were more likely to describe
daughters as cuter, weaker and less co-ordinated than new born sons (Rubin,

> & Luria, 1974).

support of this, Muola (2000) argues that there are still people in our society who hold
siereotyped beliefs to sex roles as indicated in parents’ attitudes towards students.
rraditional gender roles appear to have perpetuated stereotypic gender — role
Sspesitions (Myers, 1995). For example, as long as women are more likely to be
and men are more likely to be workers outside the home, children will be more
-“ o view these as appropriate gender — related behaviours. This may actually lead the
: g o have poor self —concept because the society considers them inferior to the boys and
fead © their poor performance in school. Moreover educational approaches to changing
- gemder roles will be less effective than the increased presence of males and females in non-
- mdimional gender roles (Eagly, 1984).
L.‘ Dk er al (1978) in his study entitled Sex differences in learnt helplessness found that girls
- a= mene likely to show helplessness patterns of attributions than boys. Their study showed
= ey are also more likely sooner or show decreased performance after failure or threat of
Ssier= One explanation for this effect suggested by the psychologists was the difference in
'_ secmlization of boys and girls. They noted that boys are encouraged to be more independent
s so develop their own standards, which make them less susce;;tible to the judgment of
s
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School Type and Student Self-Concept.
s 10 Muola (2000), school environment and the people (teachers and peers) affect
"s self-concept. Dweck and Bush (1976) also found that helplessness in girls was not
zed trait. In fact, the authors observed that it did not occur when the judgments of
came from peers rather than adults. They found that girls respond with greatest
=ss to the evaluation of female adults.

—— experts say that mixed or single sex schools have good and bad sides (Mwanzia
2005). They continue to argue that in mixed schools boys and girls uplift one another.
boys are weak, the girls help and vice versa. Education officials say girls are better in
ses and boys in the sciences and mathematics and they do help one another. They learn
Jwe wogether and are sensitive to one another. Although the schools do not perform
smally well in K.C.S.E, Obigo (2005) says the integration of the sexes has nothing to
. For example, Moi High School, Kabarak is one of the co-educational schools in
which performs very well. The school has over the years been among the top 20
i the K.C.S.E examinations. Rew (2005) believes that mixed schools are the best
wme ground for girls to be bold and confident because they want to compete with the
This means the self- concept of the girls may improve because of their interaction with

I is clear that single sex schools have been performing better than mixed schools.

2.8 Teacher labelling

sogists have developed an interest in the factors that can enhance or impair academic
mance. Dweck ef al (1978) looks at the ideas of learned helplessness. The study looks
the performance of children is affected by the way teachers give them feedback about
& performance. It also looks at patterns of classroom feedback and attempts to identify the
: mence in these patterns for girls and boys that might explain the helplessness effect. The
ﬁ suggestions they tested was that the widespread use of negative commends to boys in
‘@l mamner of circumstances reduces the impact of negative comments about academic
- performance. They argue that whereas the less frequent use of negative comments for girls
! ks the negative evaluations about their work seem to be a comment on their ability rather
e sheir conducts.

|
The amplication of the preceding argument is that the more criticism the teacher delivers in
| sisive o praise, the more feedback about academic failure will be attributed to a

13



mstics to the teacher (“you are just saying that because you don’t like me”) rather

e child. And the more positive the teacher is to girls the more likely feedback about

% success will be attributed to her favorable attitude (“you are just saying that

you like me”). Increasing evidence from Dweck and his colleagues indicate that if

“her praises the boys or criticizes the girls about their school work, this will have more

Because it does not fall into the usual pattern. The paper reports two studies. The first is
ional study of feedback given by teachers to girls and boys in a classroom. It was

@icned that, compared to girls, boys would receive:

¥  More negative feedback,

U8 A greater proportion of their feedback for conduct and non —intellectual aspects of

the work

More attributions of their failure to their motivation.

ef al (1978) also predicted that teachers would use positive feedback more
v to refer to the academic performance of the boys, but more generally for girls to
conduct and non-intellectual aspects of their work. Despite the fact that girls received
and less negative evaluations than boys, the patterns of the comments and attributions
By the teachers were more likely to increase feelings of helplessness to girls than to

er psychologist, Rosenthal (1994) has shown that teachers’ belief about a given
="s ability and potential has a small but significant effect on her behaviour towards that
and on the student’s eventual achievements. Rosenthal’s standard procedure is to tell
ws at the beginning of school years that some of the children in the class are
achievers and just ready to “bloom” intellectually although in fact the children labeled
way are chosen randomly. Those labeled as having more potential typically show more
during the school years than do those who have not been labeled in this way. So the
ative judgments teachers make about individual children can have pervasive effects.

2 1o Bee (1997), children absorb these explanations and adjust their behaviour
: gly. He observes that the beliefs about their own abilities that students develop
E this process are usually quite accurate. He argues that students who consistently do

~w=l = comparison to others come to believe that they are academically competent. Further,
E perhaps more important, they come to belief that they are in control of academic
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== Interestingly, Bee says that this seems to be less true of girls than of boys, at least
srican culture. Bee notes that on average girls get better school grades than boys do,
= have lower perceptions of their own ability. When they do well, they are more likely
3 it to hard work rather than to ability: when they do poorly, they see it as their own
it (Stipek & Gralinski, 1991).

Beoretical Framework
study was guided by Rogers (1971) self theory and Maslow (1970) self actualisation
%es. Rogers believed that people are governed by an innate impulse toward positive
He believes that psychological adjustment “exists when the concept of the self is
that all sensory and visceral experiences of the organism are, or may be, assimilated on a
. level into a consistent relationship with the concept of self”. The characteristics of
Sologically adjusted or fully functioning people are openness to experience, absence of
sweness, accurate awareness, unconditional positive self-regard, and generally

sous relations with other people.

== (1971) pointed out that self-actualisation requires acceptance of one’s self, which is
mur amswer to the question, “Who are you?” but each of us experiences some incongruence
_ the self and personal experience. We may learn to deny our feelings, perhaps
smmg that we are not angry, embarrassed, or sexually aroused even when we are. This
make us feel phoney or, as Rogers would say, not genuine (Sdorow, 1993). This
R sruence between the self and experience causes anxiety, which, in turn, motivates the

F- 1o reduce the incongruence by altering the self or reinterpreting the experience.

Bagers (1980) developed a concept known as the phenomenon self or the self-concept. The
' P phenomenon refers to that which is apparent to or perceived by the senses; in short,
~ m=sliny as experienced by the individual. He argues that it is the “perceived reality” rather than
~ sisolute reality that is the basis of behaviour. Human behaviour is the goal-directed attempt
~ B» ®e organism to satisfy its needs as it experiences or perceives them. Rogers assumes the
_‘ ‘=sssence of an actualising tendency at the biological level- the human organism’s tendency
W dewelop and fulfil itself. In the course of actualising itself, the organism engages in a
. walwme process. Experiences that are perceived as enhancing are valued positively and
. sswehe afier; those that are perceived as blocking fulfilment are valued negatively and
] swoaded. The degree to which individuals trust this valuing process depends in a large
|
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sheir seif —concept, especially the self-image derived from one’s experience with
. athers during the formative years of childhood. As children become aware of
they automatically develop a need for positive regard (Atwater, 1994). However,
scceptance tends to come with strings attached, and the child incorporates these
of worth™ into his/her self-concept. From now on, this extraneous valuing
-4=< with the organismic valuing process. To gain acceptance from parents, a
=s thoughts, feelings and behaviours acceptable to them.

seist. Maslow (1970) developed a theory known as self-actualisation theory.

g=d Wi Seory on the characteristics of healthy, creative people who used all their
- and capabilities, rather than on studies of disturbed individuals as Freud had
- . These healthy people according to Maslow (1971) strive for and achieve self-

They develop their own potential to its fullest, yet instead of competing with
# sirives to be “the best me I can be”.

(1968) took an optimistic view of human beings, stressing their possibilities and
ses for love, joy, and artistic expression. Maslow believed that because human
are so weak in comparison with those of animals, a person’s impulses towards self-
son can be distorted by society’s habit, or faulty education. Because Maslow
that people differed in their capabilities and that some needs were idiosyncratic, his
- son of personality stressed disposition over situation. But he also took into account,
& & large sense the impact of the environment on a person’s personality. The value of culture
Bave a powerful influence on the development of personality characteristics; so could
degree to which the environment had met the person’s needs. Thus, the larger situation
have an impact on the individual’s disposition, and in this way, could have a strong

mdirect effect on behaviour.

like Rogers, assumes the existence of an actualizing tendency in the organism at the
scal level. Each person has an inherent need to actualize his or her potentialities,
; _ 1970). For Maslow, the core of such growth needs functions in relation to a
] sesmechy of needs. Only as the individual’s most basic needs are met, does to the higher
L” meeds become a potent force in motivation. As long as the individual’s needs of
Sumger. safety, and human companionship remain unsatisfied, the person’s existence is

swemmed mostly by the deficiency motivation. But once these needs are relatively satisfied,
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ndividual becomes more aware of his/her growth motivation and of the need to fulfill

<uch as autonomy and creativity. It may take an entire life for growth needs to unfold,

<eIf_actualization is more of a lifelong process than a readily attainable goal.

(1971) held that some people have reached a healthier, more optimal level of
ing than the average person. He called them self-actualising people and held that

them may teach us much about our potential for growth. Such people are relatively

from major psychological problems and have made the best possible use of their talents

strengths. Compared to the average person, self-actualising people have certain
ics in common, such as continued freshness of appreciation of everyday realities;

acceptance of themselves and others, high creativity and high resistance to

itv. The relevance of the above theoretical framework to this study was that it is the

@rwe to actualise that makes a student to work hard in order to achieve his or her academic

@eams. Teachers in classroom situation, work hard to meet students’ needs of affection,

safeny. belongingness, achievement, self-esteem, social recognition and self-actualisation.

 According to Franken (1994) self-concept is related to self-esteem in that people with high

el of self-esteem have high level of self-concept. This implies that when teachers meet

 smdents’ needs of self-esteem, it in turn boosts their self-concept. The preceding theoretical
Samework assisted in creating conceptual framework discussed in section 2.10.

219 Conceptual Framework
! The theoretical framework of this study and the related variables are conceptualized in Figure 1.

Independent variable Extraneous variables Dependent variable
| .
Students’ academic

Students’ self concept - Background of the performance

- High self-concept 41  student —®| - High academic

- Low self-concept - Aptitude performance

- Moderate self-concept - Student’s efforts - Low academic
- Learning environment performance
- Student’s Physique - Moderate academic
- Student’s health performance

Figure 1: Self-Concept and Academic Performance
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I' idependent variables are the student self-concept which helps the students to have

in their potentials and consequently influences academic performance. Self-
as an independent variable directly affects academic performance which is the
-nt variable. There are extraneous variables such as background of the student,
student’s efforts, and learning environment which might influence the effect of the
-ndent variable on the dependent variable. In other words, the extraneous variables
Swence the results of the study unless they are controlled. Randomisation was used to
the possible influence of extraneous variables in the study. It ensured that no
atic differences or error of the given characteristics existed among the subjects. It
equivalent representative groups that were essentially similar to a major
seristic. Randomisation according to Kathuri and Pals (1993) involves spreading an
= of a variable evenly across the groups of the study. This is accomplished by using a
" - in which each individual in the defined population has an equal and independent
h = of being selected as a member of the sample. “Independent” means that the selection
"‘ individual does not affect in any way the selection of any other individual. However,
' control of extraneous variables is not possible in any study. It is for this reason that
sesearch results were interpreted on the basis of degrees of confidence rather than
amty. Variables captured in conceptual representation were important in the realization of
- obiectives stated in section 1.4. Methodology described in chapter 3 was employed to

geve this.
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CHAPTER THREE: RESEARCH METHODOLOGY
Istroduction

chapter presents the research methodology, which includes the following; research
location of the study, population of the study, sampling procedure and sample size,
ion, data collection procedure and data analysis. It outlines the various
m that were used in the study.

B2 Research Design
The study utilized ex-post —facto research design. This is a design in which the researcher,
msher than creating the treatment, examines the effects of a naturalistically occurring
‘we=mtment after that treatment has occurred (Kathuri & Pals, 1993). The researcher attempted
W relate this after-the-fact treatment to an outcome or dependent measure. In this kind of a
mesearch, the treatment is included by selection rather than manipulation. For this reason, it is
mox always possible to assume a simple causative relation between independent and
ependent variables. If the relation fails to be obtained, then it is likely that no causative
s=istionship holds. But if the predicted relationship is obtained, this does not necessarily
- me=n that the variables studied are causally related. This research design was adopted
Secause self-concept would be obtained after a questionnaire was administered to the
. m=spondents. Students’ academic performance was obtained from the students’ academic
mecords. In the study, self-concept was a phenomenon in existence. Student academic
performance was also in existence and so there is no manipulation of variables. Therefore, an

assessment of what was already in existence was done and the cause and effect inferred.

3.3 Location of Study
The study was carried out in Mwala Division of Machakos District. The location was chosen
Secause the researcher is familiar with the area since he is a teacher in a school in the study

#rea. The area was used as a case study for in-depth analysis of students’ self-concept and its
determinants.

3.4 Population of the Study

The target population for this study included all the Form Four public secondary school
students in Mwala division. The division had 15 public secondary schools with a total
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of 4006 students (3250 boys and 756 girls). The six schools were stratified into
categories that included boys’ schools, girls’ schools and mixed schools.

3.5 Sampling Procedure and Sample Size

Purposive, stratified and simple random sampling procedures were used in selecting the
s=gwired sample for this study. Purposive sampling was used in this study in selecting six
3 schools out of the 15 to include two boys’, two girls’ and two mixed schools. It helped to
guck cases that were typical of the population being studied (Kathuri & Pals, 1993).
According to these authors, in purposive sampling, the researcher does not necessarily have a
~ guota fill, from within various strata as in quota sampling, neither does he or she just picks
e nearest items as in convenience sampling. Rather the researcher’s judgment is used to
select the respondents, then picks only those who best meet the purpose of the study. This
was done so as to ensure that all the three categories of schools were adequately involved in
- e study. Table 1 summarizes the Form Four student population in the six selected schools,
%% gender. Note that because of confidentiality, the actual school names were not used in this

sudy.

Table 1
Breakdown of the Target Population by Gender

Number of Form four Students

Name of school Boys Girls Total
A 60 - 60
B - 60 60
C 47 33 80
D 80 - 80
E - 40 40
F 22 18 40
Total 209 151 360

Source: Mwala Division Education Office, (2006)

Table 1 indicates that the six schools had a student population of 360 in Form Four classes. In
order to determine the sample size of students to be drawn from the 360 Form four students
i the six selected schools, this study adopted a formula by Kathuri and Pals (1993) for

estimating a sample size, n, from a known population size, N.

2=%'NP (1-P)
&EN-1)+y P(1-P)
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Where:

n = required sample size

N = the given population size of form four students, 360 in this case

P = Population proportion, assumed to be 0.50

d" = the degreepf accuracy whose value is 0.05

+° = Table value ofchi-square for one degree of freedom, which is 3.841

ing these values in the equation, estimated sample size (n) was:
n=  3.841x360x0.50(1-0.5)
(0.05)% (360 — 1)+ 3.841 x 0.5 x (1 - 0.5)

n=186

& e population of each school as shown in table 2.

ionate stratified sampling was used in selecting the 186 students from the six
ively selected schools. This method requires the selection of units at random from each
in proportion to the actual size of the group in the total population. This ensured that

sample was proportionately and adequately distributed among the six schools according

Table 2
Desaribution of the Sample Size
Sampled Population from Form Four

Schools Boys Girls Total
A 31 0 31
B 0 31 31
C 18 23 41
D 41 0 41
E 0 21 21
F 12 9 21
Total 102 84 186
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A proportionate sample of male and female students was then selected from the two mixed
schools using proportionate stratified sampling (Table 2). This sampling procedure gives each
wnit in the population an equal opportunity to be included. The procedure according to
Kathuri and Pals (1993) involves assigning a number and then using the number to select the
sample size required. This ensured that male and female students from the mixed schools
_ were involved according to their respective population in each school. Lastly, simple random

sampling using random number table was used to select the specified number of students of



ssch sender to be included in the sample from each school. The students corresponding to the
mumber picked were included in the sample.

3.6 Iastrumentation

Datz was collected through administration of a structured questionnaire with the selected
sespondents. The questionnaire used a five-point range likert scale to assess students’ self-
gomcept. The likert scale was adopted from Atwater (1994) and Coopersmith (1967). The
scale sought to measure the students’ levels of agreement or disagreement with 32 statements
selated to their self-concept. The study also assessed the academic performance of students
wsing academic progress reports (Form Four first and second terms mock examination mean
grades) of each of the selected student. The academic performance scores were obtained from
their class teachers.

The research instrument was validated in two ways. In the first method, the researcher went
through the instrument in relationship with the set objectives to make sure that it contained all
the necessary information. The second method involved consulting and seeking for the
opinion of the experts from the Department of Psychology, Counselling and Educational
Foundations. The instruments were then taken for piloting on a population that is similar to
the target population, two of the nine schools that were not included in the sample. The
piloting included 10 students from each of the two schools. The objective of piloting was to
allow for modifications of various questions in order to rephrase, clarify and clear up any
ambiguities in the questionnaire. Piloting also assisted in testing the reliability of the
instruments. Through the use of Cronbach’s alpha (Mugenda & Mugenda, 1999) a reliability
coefficient of 0.7557 was obtained. Such reliability coefficients were considered to be
sufficient enough to confirm and reflect the internal consistency of the instruments (Aronson
et al., 1990).

3.7 Data Collection Procedures

The researcher proceeded to collect data from the selected respondents after receiving
permission from the University and Divisional Education Office in Mwala division.
Permission was also sought from the head teachers of the six sampled schools in the study
area. The researcher visited the selected schools before hand for acquaintance with targeted
respondents, especially teacher counsellors and head teachers. This exercise assisted the

researcher in familiarizing himself with the respondents, explaining the essence of the study
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#d booking appointments for the data collection. After familiarization, data was then
sollected from the respondents using the instrument described in section 3.6. The class
seachers in each school assisted in the distribution and collection of the questionnaires from
#e sampled students. The class teachers provided the academic performance (mean grades)
of each student who filled the questionnaire. The completed instruments were collected from

the class teacher by the researcher within a period of two days.

3.8 Data Analysis

Data collected was processed, coded and analyzed to facilitate answering the research
objectives and hypotheses. This was done using both descriptive and inferential statistics.
Descriptive analyses (percentages, frequencies, tables and cross-tabulations) were used to
summarize and organize data and to describe the characteristics of the sample population.
Inferential statistics were used in making deductions and generalizations about the whole
population. According to Mugenda and Mugenda (1999) inferential statistics deal with
inferences about a population based on results obtained from samples. Inferring sample
results to the population is necessary since this research deals with a sample. The more
representative a sample is, the more generalizable the results are expected to be in a
population. Mugenda and Mugenda argue that inferential statistics are concerned with
determining how likely it is for the results obtained from a sample to be similar to results
expected from the entire population. Pearson’s correlation coefficient (Aronson et al., 1990)
was used in testing the first and fourth null hypotheses; t-test and chi square were used in the
second null hypothesis; and ANOVA and chi square in the third hypothesis. Pearson’s
correlation coefficient was tested at oc = 0.01 significance level, while t-test, ANOVA and chi
square tests were tested at oc = 0.05 significance level. This was done with the aid of a
computer programme - Statistical Package for Social Sciences (SPSS) version 11.5 fgr

windows.
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CHAPTER FOUR: RESULTS AND DISCUSSION
4.1 Introduction

This chapter presents a discussion of the research results. The discussion addresses the
sesearch objectives of the study which included:
(i) To determine whether the way the teacher labels students affect the students’ self-
concept in Mwala division.
(i) To determine whether school type influences the self-concept of secondary
School students in Mwala division.
(iii) To determine whether gender differences exist in self-concept levels among
Secondary school students in Mwala division.
(iv) To determine whether there is a significant relationship between students’ self-

concept and academic performance in Mwala division.

For each objective, a null hypothesis was formulated. The findings of these objectives were
analyzed descriptively and the hypothesis tested inferentially using Statistical Package for
Social Sciences (SPSS) version 11.5 for windows.

4.2. Demographic Characteristics of the Respondents

Approximately 89% of the respondents were 19 years old, 7% were 18 years and 4% were
20 years of age. This implies that they were at the peak of the adolescent stage. According to
Mutie and Ndambuki (1999), adolescence is an important time for the development of self
image and it is at this time that the adolescents compare their real and ideal selves and judge
themselves by how well they measure up to social standards and expectations and how well

they perform. They form opinions of themselves as other see them.

98% of the respondents were from rural areas while 2% were from urban areas. Mwala
division being a semi-arid area, most of the respondents were from poor families. The rich
minority are mostly from urban areas. Most of the respondents had both parents and few with
either single parent or totally orphaned. The greatest percentage were Christians while the

other religions were represented by a very small percentage.

4.3. Findings
This section presents the findings of the study. The findings focus on: students self —concept

and academic performance in Mwala division, gender and self —concept of the students in
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Mwala division. type of school and self —concept of students in Mwala division and teacher
lsbelling and students’ self-concept. The findings are elaborated in sub-sections 4.3.1 to
434,

4.3.1. Teacher Labelling and Students’ Self— concept

The first objective of this study sought to determine whether the way teachers label students
affect the students self-concept. In order to address this objective the study assessed the way
s=achers labeled students in the study area. This was done on a 5-point range likert scale
wsing 6 statements relating to the way teachers responded (comment) to the academic
performance of the students. The sample respondents were requested to indicate their degree
of agreement or disagreement with each of the statements. Table 3 summarizes the

distribution of their responses.

Table 3
Teachers’ versus Labelling of students

Response (7

Statement SA A U D SD

My teacher tells me that I have a great 60.2 323 3.8 3.8 0.0
‘potential.

1 relate well with my teacher 312 4532 6.5 134 3.8

My teacher acknowledges my efforts. 242 5735 32 118 33

My teacher makes me feel I am not good 59 23.1 6.5 323 313

enough.

My teacher dismisses my points 3.2 9.1 6.5 478 333

My teacher tells me that I cannot make it. 0.5 2.3 54 274 645
N=186

An examination of Table 3 indicates that the teachers appreciated and encouraged students in
their academic work. They recognized their abilities and were always available for the
students. Such positive feedback from the teachers about the academic ability and
performance of the students was likely to encourage them to work hard. Dweck, et al., (1978)
support this by observing that positive feedback of the teachers about the performance of

their students encourages high academic achievement in class.

The response to each constituent statement was scored on a scale of 1, indicating the most
unfavourable feedback of the teachers about students’ performance, to 5, indicating the most

favourable feedback. The individual statement scores were added up to form a total score for
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=ach respondent, which measured unfavourable-favourableness of teachers’ labelling of the
sespondent. The total score varied between 6, indicating the most unfavourable feedback
score, and 30, indicating the most favourable feedback score. The higher the score, the more
positive (favourable) was the teachers’ feedback about the academic performance of the
respondents, and vice versa. The total score was later coded into three ordinal categories in
order to differentiate between the levels of unfavourable-favourableness of teachers’ labelling
of the respondents. This included a score below 18 (6-17) meaning unfavourable, a score of
18 (average/neutral) and a score above 18 (19-30) meaning favourable. Table 4 depicts the

level of unfavourable-favourableness of teachers’ labelling of the respondents.

Table 4

Level of Teachers” Labelling on students

Level of Teacher Labelling Frequency Percent
Unfavourable 6 332
Average/neutral 1 3
Favourable 179 96.2
Total 186 100.0

Table 4 indicates that 96.2 percent of the respondents recorded a favourable teacher labelling.
This suggests that their teacher gave them favourable feedback about their academic
performance. As noted earlier, such favourable feedback that teachers gave their students
about academic performance encourage them to work hard as they feel recognized and
appreciated. Rosenthal (1994) supports this by arguirlg that favourable feedback from the
teachers positively affects students’ attitude toward their academic work. Rosenthal argues
that teachers’ belief about a given student’s ability and potential has a small but significant
effect on her behaviour towards the student and the student’s eventual achievements. His
standard procedure is to tell teachers at the beginning of school years that some of the
children in the class are underachievers and just read to “bloom” intellectually although in
fact the children labeled this way were chosen randomly. Those labeled has having more
potential typically show more gains during school years than do those who have not been
labeled in this way. Consequently, the comparative judgments teachers make about individual
children can have pervasive effects. Bee (1997) adds that students absorb these feedbacks and
adjust their behaviour in school accordingly. He observes that beliefs about their own
abilities that students develop though this process are usually quite accurate. He argues that

students who consistently do well in comparison to others come to believe that they are
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scademically competent. Further, and perhaps more important, they come to believe that they

 ar= m control of academic outcomes. This boosts their academic achievements in class.

The first objective of this study was also accompanied by the first null hypothesis which
ssated that “there is no significant relationship between teacher labelling and the level of self-
woncept among students”. Correlation analysis was also used to test this hypothesis. In this
case, teacher labelling was treated as the independent variable while self-concept was the
dependent variable. Both teacher labelling and self-concept were measured on a 5-point likert
scale as discussed in sections 4.5 and 4.2, respectively, and their total scores calculated. Table
3 shows a correlation coefficient matrix of teacher labelling and self-concept.

Table 5
Pearson Correlation of Teacher Labelling and Self-Concept
Variables Statistics Self- concept  Teacher labeling
Self-concept Pearson Correlation 1 A493(**)
Sig. (2-tailed) . 000
N 186 186
Teacher labelling Pearson Correlation .493(*¥) 1
Sig. (2-tailed) .000 .
N 186 186

** Correlation is significant at the 0.01 level (2-tailed).

Table 5 indicates that there is a positive and significant relationship between teacher labelling
and self-concept (r = .493, p < 0.01). Since p < 0.01, the first null hypothesis that suggested,
“there is no significant relationship between teacher labelling and the level of self-concept
among students”, was rejected. This suggests that favourable feedback that teachers gave
their students about academic performance improved their self-concept, and vice versa. This
means that for high academic achievement to be realized in schools, teachers should strive
and give favourable feedback to students about their abilities to perform well in school. These
results were supported by Dweck, et al (1978), Rosenthal (1994) and Bee (1997) who argue
that the feedback that teachers give students about their academic performance affect their
academic achievement and behaviour in class. This therefore influences students’ perceptions

of their ability and ultimate self-concept.
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432, Type of School and Self-Concept of the Students

The second objective of this study sought to determine whether school type influences the
ewel of self<concept among students. The objective was accompanied by the second null
Swpothesis which stated that “the type of school does not significantly influence the level of
self-concept among the students”. Analysis of Variance (ANOVA) was used to test whether
s hypothesis was significant or not. ANOVA is used to determine the differences in means
Setween one or more samples by examining the amount of variance within each of the
samples, relative to the amount of variance between the samples. It was preferred to t-test in
this case since we are comparing the means of more than two samples, that is, the grouping
wariable (type of school) consists of more than two categories of schools. For ANOVA to be
wsed, the test variable, that is self-concept, in this case, was an interval/ratio variable
{measured in the actual scores), while the grouping variable, that is type of schools were a

mominal or ordinal variable. Table 6 summarizes the self-concept descriptive statistics for

each school category.

Table 6

Students’ Self-Concept by Type of School
Iype of school N Mean Std. Deviation Minimum Maximum
Boys 72 114.99 10.676 84 140
Girls 52 11535 10.673 95 141
Mixed 62 117.85 10.849 95 147
Total 186 116.04 10.753 84 147

Table 6 indicates that mixed schools had a higher self-concept mean score (117.85) compared
to 114.99 and 115.35 of boys’ and girls” schools, respectively. This suggests that students in
mixed secondary schools recorded higher self-concept than in the other categories of schools.
Mwanzia, ef al., (2005) support this by observing that although all types of schools have their
good and bad sides, in mixed schools, boys and girls uplift one another in their academic and
social life. In these schools, students from either gender complement the academic strength
and weaknesses of one another and thereby improving their self-concept and academic
performance. In such situations, where boys are weak, the girls help, and vice versa. Female
students perform generally better in languages while male students do so in science-based
subjects. The students help one another to uplift their academic standards. They learn to live
together and are sensitive to one another. High self-concept in mixed schools could be

attributed to the nature of the schooling environment. Rew (2005) believes that mixed schools
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are the best training ground for girls to be bold and confident because they want to compete
with the boys. This means that the self-concept of the boys may improve because of their
interaction with boys. This interaction makes the girls to feel equal to boys and this boosts
their self-concept. In this study, ANOVA was then used to find out whether the above self-
concept mean scores among the schools were significant or not. Table 7 summarizes the

results.

Table 7

Self-concept versus Type of School

Variance Sum of Squares Df  Mean Square F Sig.
Between Groups 309.207 2 154.604 1.342 264
(explained variances)

Within Groups 21082.449 183 115.205

(unexplained variances)

Total 21391.656 185

Since p > 0.05, accept the second null hypothesis that stated “the type of school does not
significantly influence the level of self-concept among the students”. This suggests that
student’s self-concept is indepéndc‘nt of the school category, even though those from mixed
schools tended to record a higher mean score. This means that self-concept significantly
depends on other factors other than the type of school and a student in any school can achieve

high or low self-concept.

The above results using ANOVA were also corroborated by chi square test using a
contingency table (cross tabulation). In order to calculate the Chi square statistic, type of
school was cross tabulated by level of self-concept. Table 8, shows a cross tabulation of level

of self-concept by type of school.

Table 8
Self-Concept by Type of School
Level of self- % & no. of respondents  Type of school Total
Concept Boys Girls Mixed
Low No. of respondents 3 1 1 5
% of respondents 4.2% 1.9% 1.6%  2.7%
Average/neutral No. of respondents 1 0 0 1
% of respondents 1.4% .0% 0% 5%
High No. of respondents 68 51 61 180
% of respondents 94.4%  98.1% 98.4% 96.8%
Total 72 52 62 186
Y =2615 df=4 p=0624
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Table 8 shows that there was no significant difference in students’ self-concept among the
type of schools. It can be observed that the trend of distribution of the students from either of
the school types in the three levels of self-concept was almost similar as majority (94.4 %,
98.1 % and 98.4 % from boys’, girls and mixed schools, respectively) of them fell in the high
self-concept category. This was further supported by the chi-square value that suggested no
significant relationship between the two variables (p > 0.05 significance level).

4.3.3. Gender and Self-Concept of the Students

The third objective of this study sought to determine whether there were gender differences in
the levels of academic self-concept among students. This objective was accompanied by the
third null hypothesis stated that “there is no significant gender difference in the levels of self-
concept among the students”. The independent samples t-test and chi square tests were used
to test this hypothesis. Independent samples t-test is used to determine if the means of two
unrelated samples significantly differ. In this study, independent samples t-test was used to
determine if the self-concept mean scores differed between female and male students. For
the t-test to be used, the test variable, that is self-concept, in this case, was supposed to be an
interval/ratio variable (measured in the actual scores), while the grouping variable, that is
gender of the students (male and female), be a categorical variable (nominal or ordinal
variable). Table 9 depicts the t-test comparing the self-concept by gender.

Table 9

T-Test Comparing the Self-Concept by Gender
Variable N Self-concept  Standard dev. t-value df Sig. (2
(Gender) mean score tailed)
Male 102 116.07 11.135 0.036 184 972
Female 84 116.01 10.337

An examination of Table 9 indicates that male students recorded a slightly higher self-
concept means score (116.07) compared to that of their female counterparts (116.01).
However, since p > 0.05, the third null hypothesis that suggested that “there is no significant
gender difference in the levels of self-concept among the students”, was accepted. This
suggests the level of self-concept of students did not depend on their gender. This could be
attributed to the same schooling environment, teaching conditions, physical and biological

development and even socio-economic characteristics that all the students in the sampled
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schools were exposed to. These results contradicted previous studies on self-concept
indicating that boys have a higher self-concept than girls (Dweck, et al., 1978; Sdorrow,
1993; Myers, 1995; Muola, 2000). They attributed the differences to traditional stereotypic
gender-role dispositions which tended to favour male children than their female counterparts.
The findings in this study could be partly attributed to the changing attitudes towards
education of children of all sexes. However, Gichuru (2005) observes that the clamuor for
affirmative action, recognition of the rights of women and girls, and access to educational
opportunities by all have lessened the gender stereotypes and enhanced equity among
children regardless of their gender. This could also be attributed to the organizations that
fight for the rights of women and feminism, a movement to liberate women in the male
dominated society. Our schools have also struggled to give both girls and boys equal
educational opportunities and support. This could have boosted the girls’ morale hence
leading to high concept. Thus, this implies that the society has changed its perception on
female children and their roles. Therefore, female children no longer perceive themselves as

being lesser and different from their male counterparts.

The results in table 9 which used independent sample t-test were also collaborated by chi
square test using a contingency table (cross tabulation). Chi-square was used to compare the
frequency of cases found in one variable in two or more unrelated samples or categories of
another variable. It is preferred when dealing with variables that have been categorized,
gender of the students: male and female, and levels of self-concept: low, average and high. In
order to calculate the Chi square statistic, gender of the students was cross tabulated by level

of self-concept. Table 10 shows a cross tabulation of level of self-concept by gender of the

students.
Table 10
_zvel of self concept by Gender of the Students
Level of self- % & no. of respondents Gender Tota
Concept Male Female
Low No. of respondents 3 2 5
% of respondents 2.9% 24% 2.7%
Average/neutral No. of respondents 1 0 1
% of respondents 1.0% 0% 5%
High No .of respondents 98 82 180
% of respondents 96.1%  97.6% 96.8%
Total 102 84 186
v =0.889 df=2 p=0.641
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Table 10 indicates that there was no significant gender difference in self-concept among the
students. It can be observed that the trend of distribution of the students of either gender in
the three levels of self-concept was almost similar as majority (96.1 % and 97.6 % of the
male and female students, respectively) of them fell in the high self-concept category. This
was further supported by the chi-square value that suggested no significant relationship
between the two variables (p > 0.05 significance level).

4.3.4. Students’ Self-Concept and Academic Performance in Mwala Division

In this study, the level of self-concept among students from the sampled schools was
measured on a 5-point range likert scale using 32 statements relating to their self-evaluation
in terms of own identity and personal worth. The sample respondents were requested to
indicate their degree of agreement or disagreement with each of the statements. Table 11

summarizes the distribution of their responses.
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Table 11
Students’ Self-Concept

Response (%)
Statement SA A U D SD
I take a positive attitude towards myself. 65.1 242 43 3.8 2.7
Life is what I make it to be. 65.1 269 43 1.6 2.2
I am pretty sure of myself. 60.2 31.7 48 32 0.0
I feel that I have a number of good qualities. 575 403 22 0.0 0.0
I am as capable as most other people 516 349 32 75 %

I feel confident that I can do something about the 49.5 403 48 3.8 1.6
problems that may arise in the future.

In making life major decisions, I usually trust my 473 425 48 4.8 0.5
own ‘’inner sense’’.

I am satisfied with myself. 425 220 43 199 113
I am proud of my school work. 392 462 54 75 11.6
My parents understand me. 344 527 43 7.0 1.6
I can only argue for ideas which I believe. 312 435 70 112 1.1
1 am pretty happy. 285 538 6.5 10.8 0.5
Kids usually follow my ideas. 269 586 9.7 3.8 Yl

I feel self-conscious when I am with people ina 24.7 36.6 7.5 199 113
superior position to mine at school.

I am often sorry for the things I do. 21.0 355 113 188 134
I always know what to say to people. 134 484 7.5 247 5.9
I often get upset in school. 86 419 48 30.6 14.0
I do not condemn other people when they pass 113 328 4.8 355 15.6
_judgement against me.
It is pretty tough to be me. 161 220 951 253 274
I always tell the truth. 11.8 274 134 382 9.2
My views are solid, no one can change them! 102 312 97 194 296
I feel I do not have much to be proud of. 102 296 22 253 328

In life, others are usually better at decision-making 97 215 7.0 269 349
than I am.

I never get scolded. 59 231 145 36.0 204
I don’t feel very normal, but I want to feel normal. 9.1 204 9.7 285 323
I live too much by other peoples standards. 79 199 118 311 237
I am shy and self anxious in social situations. 59 194 48 409 29.0
I find it very hard to talk in front of the class. 54 118 3.8 409 382
I never worry about anything. 59 54 59 430 3938
I often wish | were someone else. 42 140 43 215 559
Things usually don’t bother me. 27 124 91 500 258
I am a failure. 1.} 70 86 199 634
N=186
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An examination of Table 11 indicates that the respondents valued themselves and their ability
to perform well in academic and non-academic domains positively. They were satisfied with
themselves, their ability to perform well like any other and the influence of other people in
their lives. This was demonstrated by at least 50.5 percent agreement with the first seventeen
statements and 51.1 percent disagreement with the last fifteen. This suggests that self-concept
of students depend on their personal motivation and influence of other people around them in
academic and non-academic lines. These findings concur with Shavel and Bolus (1982) who
argue that during the school years, a learner's self-concept becomes organized along both
academic and non-academic lines. They suggested that self-concept of a student evolves
through constant self-evaluation in different situations. Hence, children and adolescents

compare their performance with their own standards and with the performance of peers.

The response to each constituent statement was scored on a scale of 1, indicating least level
of self-concept, to 5, indicating highest level of self-concept. The individual statement scores
were added up to form a total score for each respondent, which measured the respondent’s
self-concept. The total score varied between 32, indicating the least overall self-concept
score, and 160, indicating the highest overall self-concept score. The higher the score, the
more positive (higher) was the level of self-concept of a student, and vice versa. The total
score was later coded into three ordinal categories in order to differentiate between the levels
of self-concept among the respondents. This included a score below 96 (32-95) meaning low
self-concept, a score of 96 (average/neutral) and a score above 96 (97-160) meaning high
self-concept. Table 4 depicts the level of self-concept of the respondents.

Table 12

Level of Self-Concept
Level Frequency Percent
Low 5 .
Average/neutral 1 5
High 180 96.8
Total 186 100.0

Table 12 indicates that 96.8 percent of the respondents recorded a high level of self-concept.
This suggests that they had a positive self-evaluation of themselves and their abilities. Such
students were more likely to perform better in both their academic and non-academic work.

This could be attributed to their personal motivation in what they do and the positive
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influence of other people in their lives. Marsh (1990) and Maccoby (1980) support these
findings by observing that personal motivation of the student to learn and the influence of
other people around him/her determine the level of self-concept. Students with a high self-
concept are intrinsically motivated to learn and perform better. Such students have a basic
belief in their abilities, are more confident, independent, optimistic, assertive and sociable.
Hence, students in a school need a high self-concept to enable them attain better academic
achievement. Hamachek (1995) adds that positive influence and recognition of a student’s
ability by other people facilitates a sense of adequacy and appreciation. This leads to high
(positive) self-concept of the student in school. Hamachek asserts that a positive self-concept
will allow a person to take risks, tolerate ambiguity, face fears and engage in many activities
whereas a low self-concept will create intense shyness, fear of adults and peers.

The fourth objective of this study sought to determine whether there was any significant
relationship between students’ self-concept and academic performance. Accompanying this
objective was the fourth null hypothesis which stated that “there is no significant relationship
between students’ self-concept and academic performance™. Correlation analysis was used to
test this hypothesis. This was used to determine the strength and the direction of the
relationship between the two variables (self-concept and academic performance). In this case,
self-concept was treated as the independent variable while academic performance was the
dependent variable. Self-concept in this study was measured on a 5-point likert scale using 32
statements with a total score varying from 32 to 160. Academic performance, on the other
hand, was measured using the mean grade scores of the first and second term examinations of
the selected students. The scores varied from a minimum of 1 point (mean grade of E) to a
maximum of 12 points (mean grade of A). Table 13 shows a correlation coefficient matrix of

self-concept and academic performance mean score.

Table 13

Pearson Correlation of Academic Achievement and Academic deir-conz”
r wriaoies dtatistics Self- concept  Academic performance
Self-concept Pearson Correlation 1 BI(*)
Sig. (2-tailed) ; .000
N 186 186
Academic performance Pearson Correlation  .651(**) 1
Sig. (2-tailed) .000 :
N 186 186

** Correlation is significant at the 0.01 level (2-tailed).
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Table 13 indicates that there is a strong, positive and significant relationship between self-
concept and academic performance mean score (r = .651, p < 0.01). Since p < 0.01, the first
null hypothesis that suggested, “there is no significant relationship between students’ self-
concept and academic performance”, was rejected. This suggests that students with a high
self-concept recorded high academic performance in school, and vice versa. These results
were supported by findings of previous studies that indicated a positive and significant
relationship between self-concept and academic achievement. For instance, Purkey (1970)
observes that students with higher self-concept are likely to be successful in school.
Hamacheck (1971) notes that self-concept is closely connected to and determines how a
student behaves and learns. Hamacheck indicates that low performance in basic school
subjects as well as the misdirected motivation and lack of academic involvement
characteristics of the under-achiever, the dropout, the culturally disadvantaged and the failure
may be due in part to negative perception of the self. He further notes that many students
have difficulties in school not because of low intelligence or bad learning but because they
have learned to consider themselves as unable to do academic work. For example, if a student
says “I’ll never pass that test, I just know it”, the student is expressing something about how
he feels about himself. According to Moccoby (1980) children who form a positive self-
concept are more confident, indpendent, optimistic, assertive and sociable. The results were
also supported by Coopersmith (1967) who revealed that persons whose performance does
not match their personal aspirations evaluate themselves as inferior, no matter how high their
attainments. Bassey (2002) adds that students with positive self-concept towards their

education perform better.
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CHAPTER FIVE: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This chapter presents the summary of the findings of the study, conclusions drawn from these

findings, and the recommendations based on the conclusions. Also included are suggestions

for further research on students’ self-concept.

5.2 Summary of the Findings

Based on the objectives, hypotheses and data analysis, the following findings were
established:

(i)

(ii)

(iif)

(iv)

There was a significant relationship between students’ self-concept and academic
performance. This suggests that students with a high self-concept recorded high
academic performance in school, and vice-versa.

There was no significant gender difference in the levels of self-concept among the
students. This suggests that the level of self-concept of students did not depend on
their gender. This could be attributed to the same schooling environment, teaching
conditions, physical and biological development and even socio-economic
characteristics that all the students in the sampled schools were exposed to.

The type of school did not significantly influence the level of self-concept among
the students. This suggests that students’ self-concept is independent of the school
category. This means that self-concept depends significantly on other factors other
than the type of school and a student in any school can achieve high or low self-
concept.

There was a significant relationship between teacher labeling and the level of self-
concept among students. This suggests that favourable feedback that teachers gave
their students about academic performance improved their self-concept, and vice-
versa. This means that for high academic achievement to be realized in schools,
teachers should strive and give favourable feedback to students about their

abilities to perform well in school.

5.3 Conclusions

From the summary of the research findings based on the objectives and hypotheses, the

following conclusions were drawn:
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(1)

(i)

(iii)

Students’ academic achievement depends on their level of self-concept. This
suggests that students with a high self-concept recorded high academic
performance in school, and vice-versa.

Students have the ability to attain higher levels of self-concept regardless of their
gender and the type of school. This suggests that the level of self-concept of
students did not depend on their gender. This could be attributed to the same
schooling environment, teaching conditions, physical and biological development
and even socio-economic characteristics that all the students in the sampled
schools were exposed to. Also students” self-concept is independent of the school
category. This means that self-concept depends significantly on other factors other
than the type of school and a student in any school can achieve high or low self-
concept.

The kind of teachers’ feedback about academic performance and ability of the
students influences their self-concept. This suggests that favourable feedback that
teachers gave their students about academic performance improved their self-
concept, and vice-versa. This means that for high academic achievement to be
realized in schools, teachers should strive and give favourable feedback to

students about their abilities to perform well in school.

5.4 Recommendations

In the view of the above conclusions, the following recommendations were made about

students’ self-concept:

@

(ii)

There is a need to boost the level of self-concept of the students in order to
improve their academic achievement. This could be realized through establishing
strong guidance and counseling programmes that may lead to improvement of
self-concept of secondary school students. This is in line with respondent and
work done by Atwater (1994) who says that self-concept exerts powerful
influence, affecting the way you perceive, judge and behave.

There is need to demystify traditional stereotypic gender-role dispositions about
the ability of students so as to boost high level of self-concept and academic
achievement. This could be realized by sensitizing the society and the students on
these stereotypes through guidance and counseling. This is in line with the
respondents and the work done by Gichuru (2005) who observes that the clamour

for affirmative action, recognition of the rights of women and girls, and access to
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(iif)

(iv)

educational opportunities by all have lessened the gender stereotypes and
enhanced equity among children regardless of their gender.

There is need for teachers to focus on positive feedback about academic
performance of students in order to encourage them to work hard. This could be
realized by educating teachers through guidance and counseling on the importance
of positive feedback on academic performance to students. This is in line with the
respondents and the findings of Dweck er al (1978) who talks about the
importance of positive feedback to boys and girls.

There is need for parents to take their children to any of the three categories of
schools. This could be realized through educating parents through guidance and
counseling on the importance of any of the three categories of the schools. This is
in line with the respondents and the findings of Mwanzia et al (2005) who argue
that even students in mixed schools uplift one another.

5.5. Suggestions for Further Research

This study suggests the following areas for further research:

@
(ii)

Influence of family background attributes on the level of self-concept of a student.
Academic expectations and level of self-concept of the students
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APPENDIX 1: STUDENT QUESTIONNAIRE ON SELF-CONCEPT

Introduction

Dear respondent,

This study is out to look for a way of improving academic performance. You have been
chosen to participate in which it is believed you will facilitate its success. You are requested
to be as genuine as possible. The information supplied will be treated confidentially and will
be used to improve academic performance in schools. Thank you in advance for your

cooperation.
A. General information of the student’s school

1.1 Gender: Male D Female

B. STUDENT SELF-CONCEPT

The statements below explain peoples’ feelings. You are requested to read and understand

them and then indicate whether it describes the way you feel. Select only one response for
each statement and put a (¥ ) beside the selected response. There is no wrong or right
answers to the statements so answer them according to your opinion. The selected responses
are as follows:

Strongly agree  (S.A)

Agree (A)
Undecided (19)]
Disagree (D)
Strongly disagree (SD)

I am pretty sure of myself.

(SA)[l @] o] o] eo[ ]

2. 1often wish I were someone else.

sA[ ] @[] « ® [] ©D)
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3. Tam able to do things as well as most other people

oy J@w ] o ] o] o[ ]

4. 1 feel I do not have much to be proud of.

sy ] »w[] O[] o[ ]

5. Itake a positive attitude towards myself.

sa [ ] @[] O[] 6o ]

6. I find it very hard to talk in front of the class.
sA [ ] @[] « (D) (SD)[_]

7. 1am satisfied with myself.

SA [ ] @[] « @[] D[]

8. I'wish I could have more respect for myself.

sa) [ ][] « (D) (SD)[ ]

9. Inever worry about anything.
A @] o] o] o[ ]

10. I certainly feel useless at times.
S ] @ ®[ ] D)

11. I am proud of my school work.

SOy @w ] W] o[ ] e[ ]

12. At this time, I think I am not good at all.

SA[ ] @[] (D) SD)[ ]

13. 1 am pretty happy.-

S @ o] o] o[ ]




14. 1 am often sorry for the things I do.

sa Jw ] o ] o] o[ ]

15. I understand myself.

sl ] ol ] ] o sp)_]

16. It is pretty tough to be me.

s ] @ ] « o[ ] o[ ]

17. 1do not question my worth as a person even if | think others do.

so ] al ] o ] o] oo ]

18. My teacher acknowledges my efforts.

o Jal ] o] o sp)[_]

19. Kids usually follow my ideas.

sy ] @& ] o ] o] eo ]

20. I live too much by other peoples standards.

SOy J@ ] o ] o] o[ ]

21. My parents understand me.
SO ] & ] g ] o] 6o ]

22. My teacher makes me feel I am not good enough.

svyJ@w ] o ] o[ ] eo[]

23. 1 always tell the truth.

sal ] ol ] o] o] oo ]

24. 1 am shy and self anxious in social situations.

sa_ ] &l ] o ] @ ] o[ ]
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25. I can make up my mind and stick to it.

svJ@w ] o ] o[ ] o[ ]

26. 1 am frequently bothered by feelings of inferiority.

so Jw ] o] o] eo[ ]

27. I never get scolded.

sa] @ ] o] o] oo ]

28. I am doing as well in school as I would like to.

A @[ ] o ] o[ ] o ]

29. Things usually don’t bother me.

s ] @] « o[ ] eof ]

30. I always know what to say to people.

sa [ Jw] o] o[ ] so[ ]

31. I sort of only believe in myself.

sal ] w ] o ] o] e»[]

32. 1 feel confident that I can do something about the problems that may arise in the future.

ol @] o] o] o[ ]

33. 1 do not condemn if other people pass judgment against me.

sy ] ] o ] o] eof ]

34.1don’t feel very normal, but I want to feel normal.

sol ] @l ] o] o] o

35. When I am in a group, I usually don’t say much for fear of saying the wrong thing.

sa @l ] o] o] eo ]
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36. I always tell the truth.

sa [ ][] ¢ D) sy [ ]

37.1 often get upset in school.

sa ] @[] (D) sp)[_]

38. I have a tendency to side step my problems.

s @[ ] o] o[ ] o[ ]

39. [ am a failure.

SO @ o ] o] eso[]

40.1 feel self-conscious when I am with people who have a superior position to mine at

school.

so @] o ] o[ ] eo[ ]

41. My teacher dismisses my points
SOy @] o] o[ ] o[ ]

42. Life is what [ make it to be.

SO Jw ] o] o] oo ]

43. My views are solid, no one can change them!

sAy @[] v ] o sy [ ]

44. Usually, opinions of my friends are more important than my own.
sa ] wl] o] o o]

45. In life, others are usually better at decision-making than I am.

s @ ] o ] o ] eo[ ]

46. In making life major decisions, I usually trust my own *’inner sense’’.

sa [ @[]« o[ ] soy[ ]
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47. 1 believe that my opinions are almost always right.

so ] al ] o] o] eo[]

48. I relate well with my teacher

sa o] o] o] o]
49. I can only argue for ideas which I already believe.

sol @l ] o ] o[ ] eo[ ]

50. I can make impromptu speeches even on topics about which I have almost no information.

sv @ ] o ] o] eo[]

51. I guessI put on a show to impress or entertain others.

sol Jwl ] v ] @[] s»[]

52. I’m not always the person I appear to be.

sa Jwl ] o ] @[] o[ ]

53. I feel a bit awkward in company and do not show up quite as well as I should.

sl ] &l ] o] o sp)_]

54. T would not change my opinions (or the way I do things) in order to please someone or

win their favour.

sa L w] o] o] e[ ]
55. My teacher tells me that I cannot make it.

sa) [ ] @[] o[ ] o[ ]
56. 1 feel that I’'m a person of worth, at least on an equal basis with others.
sa ] wl ] o ] o] spl]

57. 1 feel that I have a number of good qualities.

sy Jwl ] o ] o[ ] e[ ]

58. My teacher tells me that I have a great potential.

svl Jal ] o ] o] eo ]
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. APPENDIX 2: RESEARCH PERMIT

MAWALA DIVISION EDUCATION OFFICE.
P.OBGOX 15,
MWALA.

7" AUGUST.2006

Dear Sir/Madam.

RE: PERMISSIONTO CARRY OUT RESEARCH IN MWALA DIVISION.

This is to certify that Mwania J. Muema, registration number Em16/1382/05 a student of
Egerton University has been granfed permission to carry out research on “The
relationship between self-concept and academic performance among secondary school

- students in Mwala Division of Machakos District™

Please accord him the assistance he may require in order to achieve his objectives. May

God bless you as vou carry out your research.

S8
Yours Sincerely, 0(‘?'\}
/\\0\?
\\G_ g.'\f
&
JOHN NDUTU,®

Area Education Officer
- Mwala Division.
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EGERTON

UNIVERSITY
Tel: 051- ‘

62276/19/62280)/-4 P.0O. Box 336

Fax: 051- 62213 Njoro, Kenya

EMATL- regadmin@ cesilon. ac ke
(=4 o

- DEPARTMENT OF PSYCHOLOGY, COUNSELLING AND
EDUCATIONAL FOUNDATIONS,

TO WHOM IT MAY CONCERN

RE: GUIDANCE AND COUNSELLING STUDENT RESEARCH

The above programme is offered in our University at Master’s level |

n order to complete
- the programme a student has to carry out a field research.

..... e T i L AU T e
.............. for your kind assistance in his field research work.

Please, accord him the help he may need in order to achieve this objective. While he is
carrying out a research, he is familiar and bound by the ethical standards of collecti ng
information, safeguard of the same, and using the findings pro-actively.

On behalf of the Universit
. training of our students.

¥y, I wish you well and thank you for your partnership in the

~ Sincerel Y,

CHAIRMARN g .
EGERTCN UNI, ‘
EDUC. BSYR CIUY,
~ P.0_ BOX S38 MGk
Dr. M. Chepchieng
HAIRMAN, DEPARTMENT OF.

| PSYCHOLOGY.
EDUCATIONAL FOUNDATIONS.

COUNSELLING AND

A% ice-Chancellor- Egerton University




