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The purpose of this study was to investigate the role 

of students' self-concept and their perceptions of family 

environment in the psychosocial adjustment and academic 

achievement of accelerated college students in a residential 

program. A secondary purpose was to investigate the 

differential role of those factors for students of diverse 

ethnic backgrounds. Subjects of this investigation were 180 

students between the ages of 14 and 17 who were beginning an 

accelerated college program. Subjects completed The Family 

Environment Scale and The Tennessee Self-Concept Scale 

during their first week in the program. Upon completion of 

the first semester, subjects were administered the Student 

Adaptation to College Questionnaire and their first semester 

grade point average was obtained. Results indicated that 

both overall student adjustment and academic achievement 

could be predicted by a combination of self-concept and 

family environment factors. While family factors were 

related to student adjustment and achievement, self-concept 

appeared to be a more salient factor for both variables. 

Asian-American students reported higher levels of 



achievement orientation and family organization than both 

African-American and Mexican-American students and Caucasian 

students. While contrary to the literature, the African-

American/Mexican American group and the Caucasian group did 

not differ from each other on any family variables. In 

addition, overall self-concept was quite similar across 

ethnic groups. Taken together, these findings suggest that 

student self-concept may be an important factor to consider 

in the admissions process for accelerated college students. 
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CHAPTER I 

INTRODUCTION 

Extraordinarily bright high-school students have 

historically been served by enrichment-type programs in 

which classroom curriculum is supplemented for gifted 

students, or acceleration, a strategy in which the student 

is permitted to move to a higher grade level at a faster 

pace than his or her age-mates. In 1984, Fluitt and 

Strickland published results of a survey of 511 U.S. public 

colleges and universities. The analysis of 302 respondents 

indicated that the majority of respondents had policies in 

place that allowed for accelerated students to be admitted 

and work toward matriculation at an earlier than normative 

age. Eighty-seven percent of responding institutions 

admitted qualified high-school students prior to high school 

graduation. Approximately 95% did not place a limit on the 

amount of credit hours that might be accrued by these 

students. Sixteen percent of the responding institutions 

had admitted exceptionally bright students of pre-high 

school age. Many programs specifically designed for early 

college entrants currently exist (Robinson & Janos, 1986; 

Sayler, 1993; Cornell, Callahan, & Loyd, 1991; Dorsel & 
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Wages, 1993; Stanley, 1985). One example of this type of 

program, and the subject of this investigation, is The Texas 

Academy of Mathematics and Science (TAMS). The TAMS program 

at The University of North Texas, began in 1989. This 

program is an early college entrance program in which 

students earn approximately 60 hours of college credit by 

taking mathematics, science, and humanities courses at the 

University during what would normally be their junior and 

senior years of high school. The students live in a special 

residence hall exclusively for TAMS students. After two 

years, successful students earn a high school diploma and 

generally transfer to another university or college to 

continue their college coursework (Sayler, 1993). This 

program, in which students as young as 14 years of age live 

away from their families, has raised questions regarding the 

effects of such a transition on the early entrants' well-

being. 

One of the criticisms of accelerated programs has been 

a concern over the possible deleterious effects of 

acceleration on socioemotional adjustment period. This, 

however, has not been supported in the literature (Daurio, 

1979; Robinson & Janos, 1986). Robinson and Janos (1986) 

compared 24 accelerated college students, 24 regular-age 

college students, 23 National Merit Scholars, and 27 

students who were qualified to accelerate to college, but 

chose to stay in high school, on measures of social and 
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psychological adjustment. Results indicated that 

accelerated students did not differ at all from their high 

ability age-mates, and differed from normal college-aged 

groups only on social assertiveness. The accelerated 

students were less conforming than other groups, but 

differences were not indicative of adjustment difficulties. 

Robinson and Janos concluded that "this study provides no 

basis for concern about the typical psychological and social 

adjustment of accelerated students" (p. 51). 

Only one study was found in which individual 

differences in psychological adjustment among accelerants 

were investigated (Cornell, Callahan, & Loyd, 1991). In 

that study the investigators assessed initial overall 

adjustment, interpersonal interest, social self-confidence, 

responsibility, openness and problems in communication with 

parents, and four aspects of self-concept in adolescent 

girls enrolled in a residential early college entrance 

program. In addition, both students' and their parents' 

perceptions of the family climate were assessed. Adjustment 

over the course of one academic year was assessed using 

multiple measures from program staff, peers, and students. 

This study found that adjustment over the course of the year 

was consistently predicted by family environment and 

students' overall adjustment at the beginning of the 

program. Students with positive self-concepts and a strong 

sense of responsibility and concern for others were found 
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best adjusted over the course of the year. Girls with poor 

self-concepts and girls from less harmonious families were 

less well adjusted. 

In their review of the literature on underachieving 

gifted students, Dowdall and Colangelo (1982) identified 

characteristics associated with underachieving gifted 

students in three realms; behavior, gender, and family. In 

the realm of behavior, underachieving gifted children were 

cited as less socially mature, had a higher incidence of 

emotional problems, had lower self-esteem, and displayed 

more antisocial behavior than achieving gifted students. The 

majority of underachievers were male, and came from families 

characterized by family instability and undesirable home 

environments. Janos, Sanfilippo, and Robinson (1986) 

investigated the characteristics of underachieving 

accelerated college students in a markedly accelerated 

academic program and found that underachieving males 

appeared less psychologically mature and evidenced more 

internal conflict than their achieving male peers. Many 

appeared to be struggling with identity confusion and 

familial struggles for personal autonomy. Underachieving 

females, in contrast, appeared to be more mature than their 

achieving female peers, and were more likely committing 

excessive time to extracurricular activities, such as sports 

or working to support themselves. 
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In summary, there is no evidence that gifted and/or 

accelerated students as a group are less well adjusted than 

their non-accelerated age-mates. There has been little 

research, however, exploring how individual differences 

among gifted and accelerated students relate to adjustment 

and/or academic achievement. Initial investigations suggest 

that higher levels of maturity and self-esteem, as well as 

less conflictual family environments, are associated with 

higher levels of achievement in gifted students. Among 

accelerated college students, maturity and autonomy from 

family appear to be related to achievement. Similarly, 

self-concept and family conflict appear to be related to 

adjustment in accelerated college students. 

Family Influences 

The family has been cited as the most critical factor 

in the translation of talent, ability and promise into 

achievement for gifted individuals (Olszewski, Kulieke, & 

Buescher, 1987). In their review of the literature on 

family environment and the development of talent, Olszewski 

et al. (1987) identified several dimensions of the family, 

including structural characteristics, family environment, 

parental values, and values modeled by parents that appear 

to be influential in the talent development process. With 

respect to structural characteristics, identified gifted 

children tend to be first-born or only children, families 
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tend to be small, with an average of two children, and 

marriages tend to be intact (Olszewski et al., 1987). 

Characteristics associated with family environment in 

families of gifted children were an authoritarian parenting 

style, tense and less harmonious than expected family 

relationships, expectation of conformity to parental values, 

family life centered around the gifted child's activities 

and interests, well-ordered, structured, and organized 

patterns of family life and clear expectations for behavior 

(Olszewski et al., 1987). In a study of family environment 

and its relation to adolescent personality factors, Forman 

and Forman (1981) administered the Family Environment Scale 

(FES; Moos, 1974) and the High School Personality 

Questionnaire (HSPQ) (Cattell & Cattell, 1964) to eighty 

high school students between the ages of 16 and 18. Results 

indicated that one or more HSPQ scales were significantly 

related to each FES scale; therefore, significant variance 

in child behavior was attributed to the family social system 

in a general population of high-school students. If this is 

so, then it may be hypothesized, due to differences in 

behavior between gifted and non-gifted children, that the 

social environment in families of gifted children will 

differ. This hypothesis has been supported in the 

literature (Tabackman, 1976; Foxworth, 1986). Tabackman 

(1976) found that, compared to the average family, families 

with gifted adolescents were more facilitative of 
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independence, unstructured, permissive, and focused on 

intellectual pursuits. In addition, families of gifted 

adolescents were found to experience less conflictual 

interactions with family members than expected, in a study 

examining family environment as perceived by parents of 

gifted children, Foxworth (1986) found that, when compared 

with families in Moos' standardization sample, families of 

gifted children expressed stronger emphasis on cohesion, 

control, organization, and moral-religious emphasis. It may 

be of interest when considering the family climate of gifted 

children to note that when both gifted children in a summer 

residential program and their parents reported their 

perceptions of the same family environment, significant 

differences were found on the dimensions of cohesion, 

independence, active-recreational orientation, moral-

religious emphasis, and intellectual-cultural orientation. 

Except for the active-recreational orientation, children 

scored lower than parents on all dimensions (Karnes & 

D Illio, 1988). A similar study done by these investigators 

found that students attending a leadership training program 

also differed significantly from their parents on 

perceptions of independence, intellectual—cultural 

orientation, and expressiveness, with the students scoring 

lower on all three dimensions than parents (Karnes & 

D'lllio, 1989). Together, the Karnes and D'Illio studies 

(1988, 1989) may indicate that children as a whole tend to 
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perceive their environment in significantly different ways 

than do their parents. 

In their review of the literature on parental values 

associated with families of gifted children, Olszewski et 

al. (1987) identified a general emphasis on the values of 

achievement and success, with more pressure for scholastic 

achievement on high IQ children. Olszewski et al. (1987) 

also examined the literature on values enacted by families 

of gifted children. They identified several behavioral 

characteristics which were more prominent in parents of 

gifted children. These characteristics were associated with 

implementing the emphasis on achievement and success in the 

family. For example, parents of high IQ children were more 

vigilant in checking homework, monitoring practice time, 

communicating with teachers, and directing the child to 

engage in his or her area of talent, oftentimes providing 

initial instruction for the child. In addition to 

identifying characteristics associated with families of 

gifted children, several researchers have investigated 

family factors which may be associated with individual 

differences in psychosocial adjustment and scholastic 

achievement among gifted children (Cornell & Grossberg, 

1987; 1989; Buescher, 1986; Green, Fine, & Tollefson, 1988). 

Cornell and Grossberg (1987) reported that, although 

previous research suggests that, as a group, gifted children 

are better adjusted than children of average intelligence 
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(Kelly & Colangelo, 1984; Reynolds & Bradley, 1983), there 

is a broad range of adjustment among gifted children. In an 

investigation of aspects of the family environment that are 

associated with healthy personality adjustment among a group 

of children previously identified as gifted, Cornell and 

Grossberg (1987) found that family environment, as measured 

by The Family Environment Scale (Moos & Moos, 1981), was 

significantly related to personality adjustment of the child 

as measured by parent, child, and teacher report measures. 

The three dimensions of the family environment which 

comprise what Moos (1981) referred to as the Relationship 

group; cohesion, expressiveness, and conflict, produced 13 

of the 15 significant results. The authors concluded that a 

broad interpretation of their results suggest that it is 

most important to the child's adjustment that family members 

interact cooperatively, with minimal conflict and maximum 

freedom for personal expression. In an investigation of the 

relationships between parents7 use of the term "Gifted", 

family environment, and child adjustment, Cornell and 

Grossberg (1989) found that families of parents who used the 

term were more achievement-oriented, but provided less 

freedom for expression of individual feelings. In addition, 

children of parents who used the terra were less well-

adjusted as measured by the Personality Inventory for 

children. These children were more likely to experience poor 
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self-control, discipline problems, and feelings of anxiety, 

guilt, and somatic complaints. 

Investigators have also addressed factors related to 

scholastic achievement, including aspects of the family 

environment and self-concept (Tabackman, 1976; Rosenthal & 

Feldman, 1991; Buescher, 1986). In a study of family social 

environment and its relationship to academic achievement in 

gifted adolescents, it was found that families of high 

achievers were more likely to perceive their family 

environment as cohesive, structured, and low in conflict. 

They also perceived themselves as less communicative and 

less active recreationally and socially than did families of 

low achievers (Tabackman, 1976). An investigation comparing 

Chinese immigrant families to their western peers in the 

United States and Australia found that patterns of 

relationships between self-reports of educational outcomes 

and reported family and personal factors were similar across 

all cultures. Family environments that were organized and 

focused on achievement in the context of control without 

conflict were most predictive of high levels of achievement. 

A negative reaction by parents to school grades was 

associated with poor performance across cultures (Rosenthal 

& Feldman, 1991). In a study examining the families of 

groups of adolescents who demonstrated equal abilities on 

the SAT, but widely differing levels of success in special 

programs in which they later participated, significant 
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differences were found between groups on measures of self-

esteem and family environment (Buescher, 1986). These 

gifted adolescents were more successful when self-esteem in 

early adolescence was high and their families were highly 

cohesive, open to individual expression, low in conflict, 

highly structured and placed a strong emphasis on 

achievement. In their review of the literature on self-

esteem and underachievement, Colangelo and Dettman (1983) 

summarized that low self-concept or self-esteem has been 

seen as a cause of underachievement, and positive self-

esteem has been related to achievement. Another factor that 

has been linked to underachievement is excessive parental 

pressure for achievement (Colangelo & Dettman, 1983). In 

their study with highly gifted students, Kulieke and 

Olszewski (1987) found that gifted girls appeared to have 

more positive self-perceptions when the home environment was 

not excessively focused on academic achievement, and where 

parents indirectly communicated values of achievement 

through modeling rather than through direct verbal emphasis. 

In addition, the families of girls with more positive self-

perceptions were seen as nurturing and encouraging of 

independent self-expression. 

In summary, the family appears to be a critical factor 

in the translation of inate gifts into achievement for 

gifted individuals. Structural characteristics, family 

environment, parental values, and values modeled by parents 
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have been identified as dimensions influencing the talent 

development process. Results of investigations comparing 

perceptions of family environment in families of gifted and 

non-gifted students indicate that families of gifted 

students may be more facilitative of independence and 

expression in individual family members, exhibit lower 

levels of conflict and a higher degree of planning/ 

organization among family members, and a greater emphasis on 

achievement than families of non-gifted students. Family 

environment has also been related to differences in 

adjustment among gifted children, with self-esteem/self-

concept a possible mediating factor. 

Minority Grout? Considerations 

When considering factors associated with giftedness, 

psychosocial adjustment, and academic success, a demographic 

characteristic which must be considered is the 

ethnic/minority group to which the individual and family 

belong. Some aspects to be considered with gifted minority 

students are concerns regarding identification of such 

individuals, fostering post-secondary aspirations among 

minority students, the role of the family and possible 

differences in family environment and/or values. In 

addition, the literature on self-concept/self-esteem issues 

in minority students will be examined. 

Because many members of identified minority group 

students, including African-American, Mexican-American, and 
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American-Indian also belong to a lower level of 

socioeconomic status, socioeconomic status has been used as 

a criterion for inclusion in much of the research using one 

or more minority groups. Stronge, Lynch, and Smith (1987) 

stressed the importance of identifying socioeconomic status 

as well as minority group status as follows: 

Minority group children, whether they are Black 

Americans, American Indians, Appalachian Whites, 

or other identified groups, need not be considered 

educationally disadvantaged simply because of 

their sociocultural differences. When the 

cultural differences of minority groups, however, 

are coupled with poverty (the main characteristic 

of minority groups, according to Sattler, [1974]), 

the result is often special educational problems, 

(p. 336) 

One area of concern is the underrepresentation of 

minority students in gifted programs (VanTassel-Baska, 

Patton, & Prillaman, 1989; Smith, LeRose, & Clasen, 1991; 

Baldwin, 1987; Scott, Perou, Urbano, Hogan, & Gold, 1992). 

Van Tassel-Baska, Patton, and Prillaman (1989) in a national 

survey of gifted programs at the K-12 level, found that 

minority students, especially African-Americans, were 

clearly underrepresented. In a study of students who 

graduated from large urban area gifted programs, Smith et 

al. (1991) found that minority students were as likely to go 
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on to college as non-minority students in the same programs. 

In a 13-year follow-up of equally able minority students, 

one group assigned to a gifted program and the other group 

who remained in the regular classroom, all of the students 

assigned to the gifted program finished high school, while 

45% of the students who remained in the regular classroom 

did not finish high school (Smith et al., 1991). This study 

illustrates the significant loss of talent associated with 

underrepresentation in gifted programs. Baldwin (1987) 

related the problem to attitudes of planners and teachers, 

the identification process, lack of empirical data regarding 

appropriate identification tools, and lack of knowledge 

regarding program design. Results of a survey sent to 

Caucasian, Mexican-American, and African-American parents of 

children in the gifted and talented program of a large urban 

area indicated that, although few differences were 

identified by the groups in either the characteristics that 

had indicated to them that their child might be gifted, or 

in current descriptors of their child, a significantly 

greater proportion of Caucasian parents had requested to 

have their child evaluated for placement into the gifted and 

talented program than either group of minority parents 

(Scott, Perou, Urbano, Hogan, & Gold, 1992). 

Another area of concern is fostering college 

aspirations in underprivileged minority group students. 

Gifted students from middle and upper-middle class homes are 
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generally exposed to family messages which include planning 

to attend a "good" college or university and the belief that 

a college education is necessary in today's world. Gifted 

students from lower SES homes, however, are often exposed to 

different types of messages about what is necessary for 

"making it in the world". Obtaining and keeping a job is 

often valued over choosing and being satisfied with a 

career. Urban minority families are often focused on the 

immediate future as opposed to holding the long-range goals 

of the middle and upper-middle class majority families 

(Mcintosh & Greenlaw, 1986). In a study comparing a group of 

low income, predominantly minority, academically gifted 

students with a group of middle to high income, 

predominantly Asian-American and Caucasian, academically 

gifted students, it was found that the disadvantaged gifted 

students had lower educational aspirations, felt less 

prepared and less confident about being admitted to college 

and making a career decision, were unsure how to finance 

college, and perceived that college life would be more 

frightening and lonely than their more advantaged peers. 

The two groups, however, reported similar levels of 

motivation to attend college, support from others, and 

values (Olszewski-Kubilius & Scott, 1992) . 

Kerr, Colangelo, Maxey, and Christiansen (1992) 

examined the college profiles of over 3500 minority students 

who scored in the top 5% on the American College Test 
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Assessment (ACT). Although 9% of those scoring at or above 

the 95th percentile identified themselves as minority 

individuals, this proportion underrepresents the 17% of 

test-takers identifying themselves as minority, in 

addition, Asian-Americans were overrepresented in the top 

5%, with 14% of this group of test-takers scoring at or 

above the 95th percentile. The most underrepresented groups 

in the top 5% were those who suffered the highest poverty 

rates, with the following representation: .8% Black, .3% 

Native American, .7% Mexican-American, and .7% Hispanic. 

Although underrepresentation of minority groups is 

clearly a problem of great concern, the needs of the small 

proportion of identified gifted minority individuals must be 

addressed as well. In general, the academic plans of 

minority students were very similar to those of the majority 

students. Applied or vocational academic majors were 

greatly preferred to liberal arts majors, with Business, 

Engineering, Pre-medicine, and Pre-law identified as most 

preferred majors. Minority group students differed from 

majority students in their desire for more support services, 

including study skills, financial aid, employment, and 

special academic programs that would increase their chances 

of success. 

In a study of factors influencing the decisions of 

academically talented African-American students to attend 

college, Oliver and Etcheverry (1987) found that the 
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decision by these students to attend college is extremely 

complex. They did however, identify five factors which were 

most predictive of college attendance: career objectives, 

financial aid availability, job availability, contact with 

professionals in the field, and peer attitudes. 

Studies focusing on the role of the family and home 

environment of gifted minority children have found that the 

family has a strong influence on achievement for this group 

(VanTassel-Baska, 1989; Prom-Jackson, Johnson, & Wallace, 

1987). VanTassel-Baska (1989) used a case-study approach 

with 15 disadvantaged gifted adolescents. All of the 

students noted the importance of family as their most 

powerful source of support, encouragement, and influence. 

All of the students had at least one parent who monitored 

the child's school progress and served to open doors to 

school programs and university experiences. In many cases, 

members of the extended family (i.e., grandmother) had 

provided a source of nurturance and guidance for the child. 

A study of the home environment of talented minority youth 

and school achievement indicated that, contrary to the 

literature which reports a majority of gifted children 

belong to small families, academically talented students in 

low-income African-American families occurred under various 

home environment conditions (Prom-Jackson, Johnson, & 

Wallace, 1987) A proportionately large number of the 767 

minority graduates of a program for low-income academically 
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talented children, however, came from large and two-parent 

households. The authors concluded: 

in spite of social hardships and barriers, which 

often tend to limit achievement and social 

advancement, this group of parents must have had 

high aspirations for and high expectations of 

their children in order to have encouraged them to 

pursue high levels of education and to pursue 

challenging careers, (p.119) 

Other factors which may play a role in adjustment and 

achievement of minority gifted children are differences in 

the family environment and/or values emphasized by the 

family. Moos and Moos (1981) found significant differences 

between a combined sample of middle class Mexican-American 

and African-American families and their normative sample. 

Moos and Moos concluded that minority families are more 

structured because they perceived more emphasis on 

achievement, moral-religious emphasis, organization, and 

control and less emphasis on expressiveness, independence 

and intellectual-cultural orientation than did the normative 

sample. Dancy and Handal (1981) found a similar profile in 

their investigation of family environment as perceived by 

African-American adolescents. Tolsen and Wilson (1990) 

examined the effect of black family structure on the family 

environment and found that although different African-

American family structures were associated with different 
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family climates, in general, the patterns found in the 

previous family climate research with African-American and 

Mexican-American groups were supported. 

Another area of importance to psychosocial adjustment 

and academic success is self-esteem or self-concept. The 

literature concerning ethnic minority groups and self-esteem 

has offered mixed findings (Jensen, White, & Galliher,1982). 

Early research was influenced by self-attitude formation 

theory. This theory suggests that as a result of prejudice, 

minority group members will experience negative experiences, 

such as receiving derogatory comments from majority group 

members. With continued exposure to such events, the 

majority group's negative perceptions of the minority group 

will be internalized, thus lowering self-esteem (Jensen, et 

al., 1982). However, reviews of the research in this area 

have not supported this early assumption, and in fact 

suggest that there are no appreciable differences in self-

esteem between minority and non-minority group members 

(Edwards, 1974? Rovner, 1981; Jensen, et al., 1982; 

Verkuyten, 1994). 

In a 1974 study, eighth, ninth, and eleventh grade boys 

from four schools responded to guestionnaires that measured 

five generalizations about African-American-Caucasian 

differences which were consistent with current assumptions. 

Although African-American students reported lower 

socioeconomic status, no support was found for the other 
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four generalizations. No significant differences were found 

between African-American and Caucasian subjects on self-

esteem, internal-external control, social-desirability or 

social exploration (Edwards, 1974). Rosenthal, Putnam, and 

Hansen (1979) examined self-concept, vocational attitudes, 

and vocational preference similarities and differences of 

200 African-American and Caucasian urban adolescents in 

grades 8 through 12. No differences were found between 

African-American and Caucasian adolescents on global self-

concept as measured by the Tennessee Self-Concept Scale. 

In a 1982 study of ethnic status and self-esteem, 

Jensen et al. reanalyzed data on the self-esteem of African-

American, Mexican-American, and Caucasian subjects from four 

previous studies. The authors concluded that ethnic 

minorities in the United States do not suffer from low self-

esteem in comparison to whites. Similarly, in a 1981 review 

of ethno-cultural identity and self-esteem, Rovner (1981) 

concluded that research findings failed to find differences 

in self-esteem between minority and non-minority group 

members. Rovner (1981) suggested that the results of his 

review may be consistent with self-attitude formation theory 

because a small subset of minority group members, 

specifically those who were immersed in a dissonant 

ethnocultural context, were found to be more likely to 

internalize the negative evaluations of the majority group. 
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A few studies have found that minority group members 

reported higher levels of self-esteem than their majority 

group counterparts (Hillman et.al., 1992; Trachtman & 

Denmark, 1973; Campbell, 1991). Hillman et al. (1992) 

administered the Piers-Harris Children's Self-Concept Scale 

to 196 seventh and eighth grade African-American 

adolescents. Scores for this sample were significantly 

higher than reported norms on all self-concept subscales 

including total self-concept. In a study investigating the 

academic self-concepts, attributions, and achievements of 

301 Asian-American and Caucasian students who won 

Westinghouse awards, Caucasian female students reported 

lower self-concept than their Asian-American counterparts 

(Campbell, 1991). 

Hillman et al. (1992) explained this phenomenon as a 

result of self-protective mechanisms which have enabled 

stigmatized individuals to cope with their societal status. 

Jenson et al. (1982) explained these findings in terms of 

the comparison group. They contended that minority groups 

may have appeared higher in self-esteem than Caucasians 

because the Caucasian comparison groups in such studies 

might have besen unusually low in self-esteem. 

In summary, minority students, especially those 

belonging to families of lower socioeconomic status, are 

subject to special educational problems including lower 

rates of identification of giftedness and difficulty in 
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fostering post-secondary educational plans. In addition, 

differences in family environment and self-concept may play 

a role in the personal adjustment and academic success of 

such students. The literature exploring self-concept/self-

esteem supports the conclusion that ethnic minorities in the 

United States do not suffer from lower self-esteem than do 

their majority counterparts. Investigations of the family 

environment of minority families indicate that such families 

are more structured and provide less opportunity for 

independence and open expression of feelings among family 

members than their non-minority counterparts. If family 

environment is indeed related to the adjustment and success 

of gifted children, and family environments are 

significantly different in minority and non-minority 

families, it would be important to investigate the role of 

family environment in minority and non-minority gifted 

students' adjustment and success; however, there is a dearth 

of research in this area. This question was explored in the 

following stvidy. 

Purpose 

The purpose of this study was to investigate the role 

of students' self-concept and their perceptions of family 

environment in the psychosocial adjustment and achievement 

of accelerated college students in a residential program. A 

secondary purpose was to investigate the differential role 

of those factors in minority and non-minority families. The 
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majority of research indicates no differences in overall 

self-concept between minority and non-minority populations. 

There has been limited research comparing gifted minority 

and non-minority students on their perceptions of family 

environment. It does appear that there are differences in 

perceptions of organization, control, moral-religious 

emphasis, and achievement orientation, as well as 

expressiveness, independence, and intellectual-cultural 

orientation between African-American and Caucasian groups. 

Hypotheses 

Hypothesis 1. Psychosocial adjustment can be predicted 

by a combination of family environment factors and overall 

self-concept. More specifically, early entrants with higher 

levels of psychosocial adjustment are likely to report 

higher levels of family cohesion and expressiveness, and 

lower levels of family conflict. In addition, early 

entrants with higher levels of psychosocial adjustment are 

more likely to report higher levels of overall self-concept. 

Hypothesis 2. Academic achievement can be predicted by 

a combination of family environment factors and overall 

self-concept. More specifically, early entrants with higher 

levels of academic achievement are more likely to report 

higher levels of family cohesion, organization, and control, 

and lower levels of family conflict. In addition, early 

entrants with higher levels of academic achievement are more 

likely to report higher overall self-concept. 
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Hypothesis 3. Families of minority and non-minority 

early entrants will differ on several dimensions of family 

environment. More specifically, minority early entrants are 

more likely to perceive higher levels of family emphasis on 

achievement aind moral-religious values, and higher levels of 

organization and control. In addition, minority early 

entrants are more likely to report lower levels of 

expressiveness, independence, and intellectual-cultural 

orientation than non-minority students. 

Hypothesis 4. Minority and non-minority early entrants 

will not differ on overall self-concept. 



CHAPTER II 

METHOD 

Subjects 

Subjects for this investigation were 180 students, 

between the ages of 14 and 17, who were beginning their 

first year at The Texas Academy of Mathematics and Science 

program at The University of North Texas. Students are 

selected for admission to TAMS on the following criteria: 

SAT scores, high-school grades and activities, teacher 

recommendations, applicants statement of personal goals, and 

entrance interviews. The mean age of subjects was 15.68 

years. Fifty-eight percent of the subjects were male and 

42.1% were female. Subjects identified their ethnicity as 

follows: African-American 2.8%, Native-American .6%, 

Caucasian 52.3%, Asian-American 27.8%, Hispanic/Mexican-

American 13.6%, other 2.8%. Seventy-five percent of 

subjects report their parents are still married and living 

together. Forty percent of subjects' fathers and 27% of 

mothers hold masters or doctoral degrees. Socioeconomic 

status (SES), as measured by the Hollingshead four-factor 

index, varied by ethnic group. The mean SES for the 

combined African-American and Mexican group was 47.48, which 
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was significantly lower than that of the Asian-American 

group (M = 58.19) and the Caucasian group (M = 54.48). 

Instruments 

Subjects were provided a brief description of the 

purpose of the study/Student Consent Form (see Appendix A). 

In addition, a demographic form eliciting information 

regarding student and family factors was administered (see 

Appendix B). Student factors include sex, age, birth order, 

ethnic background, and religious affiliation of subject. 

Family factors include number of children, family structure 

(i.e., intact household, single-parent household, etc.), 

parents' occupations and educational levels. 

The Family Environment Scale (FES) (Moos & Moos, 1981) 

was used to assess subjects' perceptions of the family 

environment. This measure is a 90-item self-report scale 

with a true-false format. It evaluates the social climate 

of the family unit. It contains 10 subscales which assess 

three major dimensions of family climate: Interpersonal 

Relationships, Personal Growth, and System Maintenance. The 

Relationship dimension includes the Cohesion, 

Expressiveness, and Conflict subscales; the Personal Growth 

dimension includes the Independence, Achievement 

Orientation, Intellectual-Cultural Orientation, and Moral-

Religious Emphasis subscales? and the System Maintenance 

dimension includes the Organization and Control subscales. 

Three forms of the scale are available: Real form, Ideal 
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form, and Expectations form. For this study, the Real form, 

which evaluates current family environment, will be used. 

This form has adequate norms, based on 1,125 normal and 500 

distressed families drawn from all areas of the country. In 

addition, adequate validity and reliability are established, 

and research based comparative data are provided (Carlson, 

1990). The internal consistencies for the 10 subscales 

range from .61 to .78. The 8-week test-retest reliabilities 

range from .68 to .86, and the 12-month stabilities range 

from .52 to .89. Information on subscale validity comes 

primarily from the evidence of the significance of the 

difference between the means of representative and 

distressed families on the subscales. In addition, FES 

profiles of families varying on age, family size, length of 

marriage, and educational and occupational status showed 

differences in subscales related to these family background 

factors (Lambert, 1985). 

The Tennessee Self-Concept Scale (TSCS) (Roid & Fitts, 

1988) was used to assess subjects7 global self-concept. The 

TSCS consists of 100 self-descriptive statements that the 

respondent uses to portray his or her own self-picture (Roid 

& Fitts, 1988). The TSCS is available in three formats: the 

WPS TEST REPORT computer-scorable format, a hand-scorable 

Counseling form (Form C), and a hand-scorable Clinical and 

Research Form (Form C & R). The Counseling Form (Form C) 

was used in this investigation, as Form C is more easily 
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scored and provides a Total Score, which is sufficient for 

the purposes of this study. The Total Score reflects the 

subject's overall level of self-esteem (Roid & Fitts, 1988). 

A number of studies have provided evidence of the 

reliability and validity of the Tennessee Self-Concept 

Scale. Studies of the internal consistency of the TSCS 

total score have reported coefficients around .90. External 

validity studies have found correlations between the TSCS 

total score cind the Piers-Harris Children's Self-Concept 

Scale ranging from .51 to .80. Correlations with the 

Coopersmith self-esteem inventory ranged from .64 to .75. 

(Roid & Fitts, 1988). 

The Student Adjustment to College Questionnaire (SACQ) 

(Baker & Siryk, 1989) was used to assess how well the 

subject is adapting to the demands of the college 

experience. The SACQ is a 67-i.tem self-report questionnaire 

with a 9-point likert-type scale, which can be administered 

individually or in a group. High scores represent good 

adjustment to college. In addition to a full scale (overall 

college adjustment) score, the SACQ yields four subscale 

scores: Academic Adjustment, Social Adjustment, Personal 

Emotional Adjustment, and Institutional Attachment. The 

norm group for the SACQ consisted of 1,424 freshman at a 

private, northeastern university, however, data from other 

institutions indicate that institutional differences may be 

small. The SACQ appears to have adequate internal and 
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external validity. Intercorrelations between the subscales 

and full scale for the norm group range between .7 and .8. 

The manual presents several studies which evidence external 

validity of the instrument by presenting positive 

relationships between subscale scores, full scale score, and 

external criteria (Baker & Siryk, 1989). One such study 

showed that the Social Adjustment scale correlated .66 to 

.79 with the U.C.L.A. Loneliness scale and the Personal-

Emotional Adjustment scale correlated .40 to .54 with a 

self-esteem inventory. Full-scale reliability is reported 

to range from .92 to .95, and subscale reliability from .77 

to .91. 

Subjects' first semester grade point average (GPA) was 

used as a measure of their academic success in the TAMS 

program. Semester GPA is a credit-weighted average of the 

students' grades during a particular semester. 

Procedure 

The administration of The Family Environment Scale and 

Tennessee Self-Concept Scale was conducted in a group format 

during the students' first week on campus. In addition, 

subjects completed the demographic questionnaire (Appendix 

B) at this time. A written description of the 

study/Student Consent Form (Appendix A) was provided to each 

student before beginning the measures, and the student was 

clearly given the option to discontinue participation at any 

point in the investigation. Upon completion of the first 
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semester of the TAMS program, subjects were administered the 

Student Adaptation to College questionnaire in a group 

format, and students' first semester Grade Point Average was 

obtained through TAMS records. 

Analysis 

Hypothesis 1: A multiple regression analysis was 

performed in order to investigate the role of family 

environment factors and self-concept in overall student 

adjustment. Independent variables were the cohesion, 

expressiveness, and conflict scale scores on the Family 

Environment Scale, and the total self-concept score on the 

Tennessee Self-Concept Scale. The dependent variable was 

the Overall /Adjustment scale score on the Student Adjustment 

to College Questionnaire. The individual contribution of 

the predictor variables was examined using a correlational 

procedure. 

Hypothesis 2: A multiple regression analysis was 

performed in order to investigate the role of family 

environment factors and self-concept in academic 

achievement. Independent variables were the cohesion, 

organization, control, and conflict scale scores on the 

Family Environment Scale, and the total self-concept score 

on the Tennessee Self-Concept Scale. The Dependent variable 

was student grade point average. 

Hypothesis 3: A Multivariate Analysis of Variance 

(MANOVA) was performed in order to evaluate differences in 
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the role of family environment factors for minority and non-

minority students. The independent variable was group 

status. There were three groups identified. The first 

group consisted of African-American and Mexican-American 

students, who were combined due to limited number of these 

students in the population sample. In addition, the 

literature on self-concept and perception of family 

environment supported combining these subjects. The second 

group consisted of Asian-American students, who were grouped 

separately from other subjects due to the high number of 

these students represented in the population sample. The 

third group consisted of Caucasian students. Subjects who 

identified themselves as Native-American or "other" were not 

included in the analysis. Dependent variables were the 

organization, control, achievement orientation, moral-

religious emphasis, expressiveness, independence, and 

intellectual-cultural orientation scale scores on the Family 

Environment Scale. 

Hypothesis 4: An Analysis of Variance (ANOVA) was 

performed in order to evaluate differences in self-concept 

between minority and non-minority groups. The independent 

variable was group status. The dependent variable was 

overall self-concept score on the Tennessee Self-Concept 

Scale. 



CHAPTER III 

RESULTS 

The role of family environment factors and self concept 

in overall student adjustment was investigated using a 

standard multiple regression analysis. Regression analyses 

allow one to assess the relationship between one dependent 

variable and several independent variables and can be 

applied when the independent variables are correlated with 

one another and with the dependent variable to varying 

degrees (Tabachnick, 1989). Use of multiple regression 

techniques requires that several underlying assumptions are 

met. These assumptions include normality, linearity, and 

homoscedasticity of residuals. An examination of the 

scatterplot of residuals indicated that these assumptions 

were met for hypothesis 1. 

The use of multiple regression also requires that 

several practical matters be considered. Among these are 

sample size, multicollinearity and singularity, and the 

existence of outliers in the data set. The suggested 

requirement for standard multiple regression is 20 subjects 

per predictor variable (Tabachnick, 1989). For Hypothesis 

1, there were 4 predictor variables and 162 subjects. 

Eighteen subjects were eliminated from this analysis due to 
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lack of SACQ scores. Six subjects left the TAMS program 

before the end of the first semester. These subjects were 

not significantly different from the other subjects on any 

known variables. The other 12 subjects were eliminated 

because a test administrator misplaced the completed SACQ 

forms. These subjects were not significantly different from 

the other subjects on any known variable. The SPSS for 

windows program has default values for tolerance that 

protect against inclusion of multicollinear variables. 

Multicollinearity was not detected. Finally, an examination 

for outliers identified one outlier. That case was 

subsequently deleted from the data set. 

Results of the multiple regression analysis confirmed 

hypothesis 1: overall student adjustment can be predicted 

from a combination of family factors and overall self-

concept. Specifically, overall self-concept and the family 

factors cohesiveness, conflict, and expressiveness— 

accounted for 24% (r2 = .242) of the variance in overall 

adjustment to college as measured by the SACQ when all 

independent variables were added to the regression 

simultaneously F(4, 157) = 12.53, p < .001 (see Table 1). 

The regression also revealed that student self—concept was 

significantly correlated with (r = .45, p < .001), and a 

significant predictor of overall adjustment to college (t = 

4.935, g < .001), indicating that early entrants who see 

themselves as people of value and worth are likely to adapt 
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well to the demands of the college experience. In addition, 

two family environment factors, cohesion and conflict, were 

significantly correlated with student adjustment. Cohesion 

was positively correlated with (r = .21, p < -01), and a 

significant predictor of adjustment (t = -1.91, p = .05), 

indicating that students who perceived a greater degree of 

commitment, help, and support that family members provide 

one another were likely to report better adjustment to 

college. Family conflict scores were negatively correlated 

with (r = -.35, p < .001), and a significant predictor of 

college adjustment (t = -2.705, p = .01), indicating that 

early entrants who perceive a greater degree of openly 

expressed anger, aggression, and conflict among family 

members are likely to report lower levels of adaptation to 

the college experience. The correlation matrix for 

Hypothesis 1 is shown in Table 2. 

A stepwise regression was performed to isolate the most 

predictive independent variables. This analysis revealed 

that self-concept, as measured by the TSCS, accounted for 

20% of the variance (r2 = .202) in adaptation to college 

scores F(l, 160) = 40.46, p < .001. The stepwise regression 

revealed that the other independent variables did not add 

significant predictive value. 

A second multiple regression analysis was conducted in 

order to explore the role of family environment factors and 

Self"concept in academic achievement. As for hypothesis l, 



35 

the data was analyzed to insure that the assumptions of 

multiple regression were met. A scatterplot of residuals 

confirmed the assumptions of normality, linearity, and 

homoscedasticity. There were five predictor variables and 

174 subjects, thus providing a sufficient sample size. 

Multicollinearity was not detected. Two outliers were 

detected, and those cases were subsequently dropped from the 

analysis. Results of the multiple regression confirmed 

hypothesis 2: Student achievement, as measured by first 

semester grade point average, can be predicted from a 

combination of family factors and overall self-concept. 

Specifically, overall self-concept and the family factors -

cohesion, organization, control, and conflict, accounted for 

9.1% of the variance in subject GPA (r2 = .0939) when these 

variables were entered into the regression simultaneously 

F(5, 168) = 3.36, p < .01 (see Table 3). Student self-

concept was correlated with (r = .19, p = .001), and a 

significant predictor of academic achievement (t = 2.98, p < 

.005), indicating that early entrants with higher levels of 

self-esteem are likely to achieve higher levels of academic 

success, as measured by first semester GPA. Family conflict 

scores (t = 2.96, p < .005) were also identified as a 

significant predictor of college achievement (t = -2.705, 

= .01), indicating that students who perceive a greater 

degree of openly expressed anger, aggression, and conflict 

among family members are likely to achieve lower levels of 
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academic success, as measured by first semester GPA. The 

correlation matrix for hypothesis 2 is shown in Table 4. 

A stepwise regression was performed to isolate the most 

predictive independent variables for hypothesis 2. This 

analysis revealed that self-concept, as measured by the 

TSCS, accounted for 2.8% of the variance (R2 = .028) in 

academic achievement, as measured by first semester GPA F(l, 

174) = 4.99, p < .05. When Conflict was added into the 

stepwise regression, self-concept and conflict together 

accounted for 5.8% of the variance (R2 = .058) in academic 

achievement F(2, 173) = 5.29. p < .01. The stepwise 

regression revealed that the other independent variables did 

not add significant predictive value (see Table 5). 

Ethnicity differences in family environments as well as 

self-concept were measured using a multivariate analysis of 

variance (MANOVA). MANOVA tests whether mean differences 

between groups on a combination of dependent variables are 

likely to have occurred by chance (Tabachnick, 1989). Use 

of multivariate analysis of variance requires consideration 

of several practical matters, including sample size, 

multivariate normality, outliers, homogeneity, 

multicollinearity and singularity. Evaluation of these 

matters revealed no problems with sample size, homogeneity 

and multicollinearity and singularity. The assumption of 

normality, however, revealed that several of the independent 

variables were not normally distributed. Further 
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investigation detected several outliers for each of these 

variables. When the outliers were dropped from the data 

set, the distributions still appeared to be skewed. Mardia 

(1971), cited in Tabachnick (1989), stated that MANOVA is 

robust to modest violation of normality if the violation is 

created by skewness rather than by outliers. A sample size 

that produces 20 degrees of freedom for error in the 

univariate case should ensure robustness of the test, as 

long as sample sizes are equal and two-tailed tests are 

used. Even with unequal n and only a few dependent 

variables, a sample size of about 20 in the smallest cell 

should assure robustness (Tabachnick, 1989). The smallest 

cell size for this analysis was 25; the number of subjects 

in the African-American/Mexican-American group. Due to the 

limited number of minority subjects in the population 

studied, the African—American cind Mexican—American subjects 

were combined into one group. The literature on perception 

of family environment in African-American and Mexican-

American families, and the literature on self-concept, 

supported combining these subjects into one group. 

Hypothesis 3 stated that families of African-American 

and Mexican American early entrants would differ from 

Caucasian early entrants on several dimensions of family 

environment. More specifically, African-American and 

Mexican—American early entrants were expected to perceive 

higher levels of family emphasis on achievement, moral-
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religious values, organization and control. In addition, 

African-American and Mexican-American early entrants were 

expected to report lower levels of expressiveness, 

independence, and intellectual-cultural orientation than 

Caucasian early entrants. Results indicated that ethnic 

groups did report significantly different perceptions of 

family environments F(14, 300) = 2.34, p < .005. 

Significant univariate effects were investigated using one-

way analyses of variance (ANOVA) and Student-Neuman-Keuls 

post hoc tests. These analyses identified specific 

differences on achievement orientation and organization only 

(see table 6). The Asian-American subjects reported 

significantly higher levels of achievement orientation in 

their families than both Caucasian or African-American/ 

Mexican-American subjects F(2, 155) = 5.48, p < .01. 

Similarly, the Asian-American group reported significant 

differences from both the Caucasian and African-

American/Mexican-American group on organization F(2, 155) = 

6.51, p < .01. 

Ethnic differences on self-concept were explored using 

an analysis of variance (ANOVA), The assumptions of ANOVA 

were evaluated and no violations were revealed. Hypothesis 4 

stated that minority and non-minority early entrants would 

not differ on overall self-concept. The ANOVA supported 

Hypothesis 4, as no differences in self-concept between 

ethnic groups were revealed, F(2, 165) = .345, p > .708. in 
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fact, group means were surprisingly similar for all groups: 

x (Asian-American) = 350.85, x (Caucasian) = 345.31, x 

(African-American/Mexican-American) = 345.21. 



CHAPTER IV 

DISCUSSION 

The literature exploring adjustment and achievement in 

accelerated college students reveals that family factors may 

be critical in translating talesnt into success, with self-

concept as a mediating variable. Current research suggests 

that self-esteem/self-concept is relatively constant across 

ethnic groups. Family environment, however, appears to vary 

according to ethnicity. Previous investigations of the 

family environment of African-American and Mexican-American 

families indicates that such families are more structured 

and provide less opportunity for independence and open 

expression of feelings among family members than their non-

minority counterparts. There has been very little research 

investigating the role of ethnicity and family environment 

in gifted students' psychological adjustment or academic 

achievement. Those questions were explored in this study. 

Hypothesis 1 stated that adjustment to college could be 

predicted by a combination of family environment factors and 

overall self-concept. Results confirmed this prediction, 

indicating that the following family factors: cohesion, 

conflict, and expressiveness, as well as overall self-

concept are predictive of adjustment to college. More 
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specific hypotheses were that early entrants with higher 

levels of adjustment would report higher levels of family 

cohesion and expressiveness, and lower levels of family 

conflict. Results indicated that early entrants with higher 

levels of adjustment were more likely to report higher 

levels of family cohesion and lower levels of family 

conflict, however there was no relationship between family 

expressiveness and adjustment. These findings are 

consistent with the findings of Cornell and Grossberg (1987) 

who found similar patterns of relationships for a group of 

children previously identified as gifted. Cornell and 

Grossberg (1987) also reported higher levels of adjustment 

in children who reported more encouragement for individual 

expression in their families. This finding, however, was 

not supported in the current study. 

Another more specific hypothesis was that early 

entrants who reported higher self-concept would also report 

better adjustment to college. Results of this study confirm 

our hypothesis and are consistent with the findings of 

Cornell, Callahan, and Loyd (1991). In their study of 

individual differences in psychological adjustment among 

accelerated college students, students with positive self-

concepts and a strong sense of responsibility and concern 

for others were found to have the highest levels of 

adjustment over the course of one year. 
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An interesting finding of this study was that self-

concept was such a powerful predictor of adjustment to 

college that the family variables considered: cohesion, 

conflict, and expressiveness, although related to 

adjustment, added no significant predictive value to a 

regression equation using self-concept alone. If this is 

the case, then self-concept as a predictor of student 

adjustment in accelerated college programs may be a clinical 

focus of these findings. Currently, academic variables, 

such as high-school grade point average and SAT scores are 

given the most weight in selection processes. This research, 

however, suggests that self-concept may be an important 

factor to evaluate and consider in the admissions process. 

This could be accomplished by assessing the self-concept of 

early entrants prior to their beginning the accelerated 

college program. 

If self-concept was assessed as part of the admissions 

process, students who were admitted in spite of lower than 

expected self-concept scores (who may be at-risk for lower 

adjustment to college than their peers) could be identified 

and some type of prophylactic intervention offered. Some 

risks of identifying these students and requiring 

participation in an intervention such as individual or group 

counseling are the possibility of creating a self-fulfilling 

prophecy situation, where the students self-esteem is 

further damaged due to being singled out for intervention, 
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and the "pitchfork" effect, where program staff expect the 

student to adjust poorly and tend to see poor adjustment 

where they otherwise might not/ in those students identified 

as "at-risk". 

Another way to use this finding clinically with early 

college entrants would be to administer a self-esteem 

enhancing program for all students. It is possible that 

such a program could enhance adjustment to college for non-

at- risk students as well as at-risk students, without the 

risk of negative effects. 

Hypothesis 2 stated that academic achievement could be 

predicted by a combination of family environment factors and 

overall self-concept. Results confirm this hypothesis, 

indicating that the following family factors: cohesion, 

organization, control, and conflict, as well as overall 

self-concept were predictive of academic achievement as 

measured by first semester grade point average. More 

specific hypotheses were that early entrants with higher 

levels of academic achievement would be more likely to 

report higher levels of family cohesion, organization, and 

control and lower levels of family conflict. These 

hypotheses, with the exception of the relationship between 

conflict and achievement, were not supported by the data. 

Conflict was identified as a significant predictor of 

college adjustment, indicating that early entrants who 

perceive a greater degree of openly expressed anger, 
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aggression, and conflict among family members are likely to 

achieve lower levels of academic success as measured by GPA. 

These results are inconsistent with results obtained in 

previous studies (Tabackman, 1976; Rosenthal & Feldman, 

1991; Buescher, 1986). Another more specific hypothesis was 

that early entrants with higher self-concept would attain 

higher academic achievement. Results supported this 

hypothesis and were therefore consistent with the review of 

previous studies by Colangelo and Dettman (1983) in which 

they summarized that low self-concept has been seen as a 

cause of underachievement and positive self-esteem has been 

related to achievement. 

Hypothesis 3 stated that, families of minority and 

non-minority early entrants would differ on several 

dimensions of family environment, including achievement 

orientation, moral-religious values, organization, control, 

expressiveness, independence and intellectual-cultural 

orientation. Results partially confirmed this hypothesis 

with differences between groups on achievement orientation 

and organization only. The Asian-American group reported 

higher perceptions of the extent to which activities, such 

as school and work, are cast into an achievement-oriented or 

competitive framework than did the Caucasian or African-

American/Mexican-American group. This finding is consistent 

with the traditional Asian emphasis on academic achievement 

reported in the literature (Atkinson, Morten, & Sue, 1993). 
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The Asian-American group similarly reported higher 

perceptions of the degree of importance of clear 

organization and structure in planning family activities and 

responsibilities than did the Caucasian or African-

American/Mexican-American group. This finding is consistent 

with the more traditional hierarchy in Asian families 

reported in the literature (Atkinson, Morten, & Sue, 1993). 

Atkinson, et al. (1993) describe the typical Asian family 

structure as patriarchal, with communication and authority 

flowing vertically from top to bottom. It is not surprising 

that children from families with this type of hierarchy 

would report greater degrees of organization and structure. 

No differences were found between the Caucasian group 

and the African-American/Mexican-American group in 

perceptions of family environment. These results are 

inconsistent with the literature which predicts higher 

levels of family emphasis on achievement, moral-religious 

values, organization and control, and lower levels of 

expressiveness, independence, and intellectual-cultural 

orientation in African-American and Mexican-American 

students (Moos & Moos, 1981; Dancy & Handel, 1981; Tolsen & 

Wilson, 1990). A factor which must be considered when 

evaluating these results is the difference in socioeconomic 

status, as measured by the Hollingshead four-factor index, 

between the African-American/Mexican-American group and the 

Caucasian group in this sample. In this sample the SES of 
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the African-American/Mexican-American group was 

significantly lower than both the Caucasian and Asian-

American groups. Previous investigations of family 

environment in minority families have used a primarily 

middle class sample (Dancy & Handel, 1981; Moos & Moos, 

1981), which matched groups on SES. The sample in this 

study was characterized by significant differences in SES 

between groups, which may have resulted in differences in 

family environment from the samples in previous studies. 

Hypothesis 4 predicted that minority and non-minority 

early entrants would not differ on overall self-concept. 

This hypothesis was confirmed. Although the literature in 

this area has been mixed, recent reviews of the research 

have indicated no appreciable differences in self-esteem 

between minority and non-minority groups (Edwards, 1974; 

Rovner, 1981; Jensen, et al., 1982; Verkuyten, 1994). These 

results, in fact, indicate that early entrants may be quite 

similar in their level of self-esteem across groups. One 

explanation for this similarity is the early entrants, 

regardless of ethnicity, share a common theme of academic 

success, perhaps bolstering their self-esteem in a common 

manner. 

Limitations 

Several factors limit the generalizability of the 

results obtained in this study. First, The program from 

which our subjects were obtained, The Texas Academy of 
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Mathematics cind Science, is unique in that students finish 

their last two years of high school concurrently with their 

first two yecirs of college, while living away from home in a 

college dormitory. Because of the numerous unique features 

of this program, including social factors resulting from 

living arrangements, and the competitive nature of the 

program, results may not be generalizable to other types of 

gifted progrcims (e.g., programs in which the student remains 

in a high school environment). Similarly, results may not 

be generalizable to other types of early college entrance 

programs (e.g., students continue living with parents or are 

intermixed with normal-age college students in a dorm 

environment). 

All but one measure, first semester grade point 

average, were, self-report instruments. This type of 

instrument is especially vulnerable to faking or 

malingering, as subjects can usually distinguish socially 

desirable from less socially acceptable answers (Anastasi, 

1988). A limitation of self-report measures is that 

subjects may be motivated to present themselves either in a 

more favorable manner or as more psychologically disturbed. 

Without any substantiating data, the researcher has no way 

to validate the subjects' responses. Although the examiner 

in this study made every attempt to assure subjects' 

confidentiality, these students were beginning the TAMS 

program and may have been concerned about making a good 
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impression. Therefore it is possible that subjects may have 

presented themselves in a more socially desirable manner. 

It may be especially useful to obtain parent perceptions of 

family environment in addition to students', given the 

Karnes and D'lllio (1988; 1989) studies which found that 

parents' and students' perceptions of family environment 

vary considerably. 

The results of this research suggest the need for 

further investigation of factors contributing to the 

adjustment and achievement of early entrants to college. 

Although there is evidence to suggest that family factors 

may contribute to both adjustment and achievement, self-

concept appears to be a more salient and addressable factor. 

This study used Overall Self-Concept score of the 

Tennessee Self-Concept Scale as one predictor variable of 

adjustment and academic achievement in accelerated college 

students. The Tennessee Self-Concept Scale provides an 

overall score which is a composite of five subscale scores; 

Physical Self, Moral-Ethical Self, Personal Self, Family 

Self, and Social Self. Since self-concept appears to be a 

salient factor in both adjustment and achievement, it would 

be helpful to understand which aspects of self-concept 

contribute to these relationships. 

Similarly, this study used the Overall adjustment scale 

of the Student Adaptation to College Questionnaire (SACQ) to 

measure students' adjustment to the college experience. The 
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SACQ overall adjustment scale is a composite measure of four 

subscales: Academic Adjustment, Social Adjustment, Personal-

Emotional Adjustment, and Institutional Attachment. Looking 

at these more specific aspects of student adjustment would 

help to increase understanding of adjustment of accelerated 

college students. 
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Subject Consent Form 

I agree to participate in a study of self-concept, 
family characteristics and the adjustment and achievement of 
students in an early college admissions program. The 
purpose of this study is to better understand the 
characteristics of adolescents who choose to attend a 
residential early admissions program. 

I have been informed that any information obtained in 
this study will be recorded with a code number and that I 
will not be personally identified with any of the 
information that I provide. Under this condition, I agree 
that any information obtained from this research may be used 
in any way thought best for publication or education. 

I understand that there is no personal risk or 
discomfort directly involved with this research and that I 
am free to withdraw my consent and discontinue participation 
in this study at any time. A decision to withdraw from the 
study will not affect my status at TAMS in any way. 

If I have any questions or problems that arise in 
CQnnection with my participation in this study, I should 
contact Dr. Donna Fleming, TAMS psychologist, at (817)565-
2631. 

Signature of Participant Date 

Please print name neatly here 

THIS PROJECT HAS BEEN REVIEWED BY THE UNIVERSITY OF NORTH 
TEXAS COMMITTEE FOR THE PROTECTION OF HUMAN SUBJECTS (Phone: 
(817) 565-3940) 
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Subject # 

PERSONAL DATA QUESTIONNAIRE 

INSTRUCTIONS: IN THE SPACE NEXT TO THE ITEMS BELOW, PLEASE 
ENTER THE NUMBER THAT BEST ANSWERS THE QUESTION. FILL IN 
INFORMATION WHEN REQUESTED IN THE SPACES PROVIDED. PLEASE 
ANSWER EVERY ITEM. 

Age 

Sex 
1. male 
2. female 

Ethnic/Racial Background 
1. African American 
2. Native American 
3. Caucasian 
4. Asian 
5. Hispanic 
6. Other 

Religious Affiliation 
1. Protestant 
2. Catholic 
3. Jewish 
4. Islam 
5. Eastern religions 
6. None 
7. Other 

My parents are: 
1. married, living together 
2. married, living apart 
3. divorced, not remarried 
4. divorced, one remarried 
5. divorced, both remarried 
6. both parents deceased 
7. mother deceased 
8. father deceased 
9. never married 

Number of children in family: 

My birth order is: 
1. only child 
2. oldest child 
3. youngest child 
4. I have older and younger siblings 
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What is your father's occupation? 

What is your mother's occupation? 

ANSWER THE FOLLOWING QUESTIONS IF YOU RESIDE WITH A STEP-
PARENT. 

What is your step-father's occupation? 

What is your step-mother's occupation? 

FOR THE NEXT TWO QUESTIONS, USE THE SCALE BELOW TO INDICATE 
HIGHEST YEAR OF EDUCATION COMPLETED IN NUMBERS 

Jr. High High School College Master's Doctoral 

6 7 8 9 10 1 1 12 13 14 15 16 17 18 19 2 0 + 

Father's educational level 

Mother's educational level 

IF YOU RESIDE WITH A STEP-PARENT ANSWER THE FOLLOWING: 

Step-father's educational level 

Step-mother's educational level 
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Table 1 

Summary of Standard Regression Analysis for Variables 

Predicting Overall Adjustment to College CN = 162^ 

Variable 1 SE B Beta 

Cohesion 1 
>(
*>
 

•
 00
 

00
 

2.55 -.19* 

Expressiveness -1.22 2.47 -.04 

Conflict -6.60 2.44 -.26** 

Self-Concept .74 .15 . 4 4 * * * 

Note. R2 = .24; F = 12.53; Signif F < .001. 

*E = .05; **E < .01; ***E < .001 
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Table 2 

Correlation Matrix for Hypothesis 1 Variables 

ADJUSTMENT COHESION EXPRESSIVE CONFLICT 
SELF-
CONCEPT 

ADJUSTMENT 1.00 .21* .09 -.35** .45** 

COHESION .21* 1.00 .39** -.64** .57** 

EXPRESSIVE .09 .39** 1.00 -.27** .30** 

CONFLICT -.35** -.65** -.27** 1.00 -.53** 

SELF-CONCEPT .45** .57** .30** -.53** 1.00 

*E < .005; **£ < .001. 
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Table 3 

Summary of Standard Regression Analysis for Variables 

Predicting Academic Achievement (N = 1741 

Variable B SE B Beta 

Cohesion .020 .025 .088 

Conflict .071 .024 .301* 

Control -.023 .022 -.088 

Organization .000 .021 .003 

Self-Concept .004 .001 .278* 

Note. R2 =.091: F =3.36; Signif F = .0065 
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Table 4 

Correlation Matrix for Hypothesis 2 Variables 

GPA COHESION CONFLICT CONTROL ORG 
SELF-

CONCEPT 

GPA 1.00 . 07 .08 -.08 .01 .19* 

COHESION .07 1.00 66** -.18* .41** .58** 

CONFLICT .08 -.66** 1.00 -.25** -.33** -.51** 

CONTROL -.08 -.19* .,25** 1.00 .24* -.18* 

ORGANIZATION .01 .41** -.33** .24* 1.00 . 32** 

SELF-
CONCEPT .19* .58** -.51** -.18* -.32** 1.00 

*E < .005; **E < .001. 
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Table 5 

Summary of Stepwise Regression Analysis for Variables 

Predicting Academic Achievement fN =174^ 

Variable ]3 SE B Beta 

Conflict .049 .021 .198* 

Self-Concept .004 .001 .268** 

*E < .05; **£ < .005. 
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