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Abstract
This study examined the relationship between intelligence levels, self-perception, and the
academic achievement of fourth-grade primary school students. The study was carried out with
36 students in a state school in Istanbul, Turkey. A survey was administered with a
demographic form containing the students’ Turkish and Mathematics course achievement
scores and personal information, the Wechsler Intelligence Scale for Children-Revised-WISCR, and the Piers-Harris Children’s Self Concept Scale. The findings indicated that neither selfperception nor the academic achievement is related to gender. Student intelligence scores were
strongly related to mathematics scores and weakly related to Turkish scores. Achievement
scores for Turkish and mathematics were positively associated with the information subtest
scores for long-term memory in the verbal section of WISC-R. Achievement scores for the
mathematics course predicted the digit symbol subtest scores (psychomotor coordination and
speed) in the performance section of WISC-R. Intelligence and academic success had no
significant relationship with the children’s self-concepts.
Keywords: Primary education, academic achievement, intelligence, self-concept
1. Introduction
The first four years of education are the phase when the child adapts to the school and
acquires basic skills. In primary school, students increase their environmental awareness,
improve their literacy skills, socialize, and learn basic rules of living. In the Turkish education
system, student scores in their report cards are considered the determining, maybe the most
important criterion of success (Güleç & Alkış, 2003). Success is the measure or indicator of
how much the individual benefited from specific courses or academic programs in the school
environment. However, although academic success can be considered the average score a
student achieves in courses in an academic program, it is influenced dramatically by many
“non-intellectual” factors (Jamil & Khalid, 2016, Özgüven, 1998). These factors include
starting school earlier or later (Küçüker, 2016), form of self-perception (Greven, Harlaar,
Kovas, Chamorro-Premuzic & Plomin, 2009), social withdrawal and sense of guilt (Jamil&
Khalid, 2016), familial support for the child’s personality and socio-cultural development,
parents’ voluntary participation in school events and positive communication with their
children (Şad, 2012), family socio-economic characteristics (Yelgün & Karaman, 2015), and
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self-regard (Strassburger, Rosen, Miller, & Chavez, 1990; Keltikangas-Järvinen, 1992;
Zuffianò, Alessandri, Gerbino, Kanacri, Di Giunta, Milioni & Caprara, 2013; Di Giunta,
Alessandri, Gerbino, Kanacri, Zuffiano & Caprara, 2013; Alyami, Ullah, Alyami, Hill, &
Henning, 2017).
The self can be defined as a structure comprised of perceptions, emotions, and thoughts that
are the basis of personality and highly significant for a person. The self also includes a person’s
thoughts about themselves, self-worth, and beliefs regarding their capabilities (Kağıtçıbaşı,
1989; Keltikangas-Järvinen, 1992). Self-perception is a person’s ideas about and feelings
towards themselves. This is shaped by one’s experiences and what one sees around oneself,
and is influenced by feedback from significant others regarding one's behaviors. Based on all
the feedback, observations, and experiences, a consistent and meaningful whole is formed
(Pajares & Schunk, 2001). Receive both academic and social feedback is thus critical for a
child’s self-development (Kağıtçıbaşı, 1989; Strassburger et al., 1990).
The self-perception of young children is generally positive, which can be explained by their
unrealistic positivity. In subsequent phases of life, however, such positive perception changes
(Robins & Trzesniewski, 2005). As children reach cognitive maturity, they begin to evaluate
themselves using feedback from their social environment. This enables them to assess their
social skills and personal characteristics in a more balanced and accurate way. Once children
start primary school, they may receive more negative feedback than before from their families,
friends, and teachers. This may lead to more negative evaluations of their self-perception.
Children with low self-esteem tend to be lonelier in adulthood, more fragile to criticism, and
less tolerant of making mistakes. They usually cannot fulfill the responsibilities they take,
which makes their feelings of anxiety and discomfort increase (Cevher, 2004). Studies have
shown that family, school, and friends are very influential on primary school children and that
such factors are critical in the formation of the self-concept (Adana, Arslantaş, & Şahbaz, 2012;
Pajares & Schunk, 2001).
Children who have just started school begin to draw conclusions about themselves (Gürses
& Kılavuz, 2011; Yaylacı, 2012). According to Erikson, the main virtue to obtain in this period
is diligence. Children may attribute diligence or laziness to themselves by comparing
themselves to their peers or from their teachers’ feedback (Akbaba, 2004). Such comparisons
may induce a sense of inferiority and inability as (Gürses & Kılavuz, 2011). Children’s sense
of achievement will increase if they are supported in their activities, work, or effort to do
practical things, are allowed to complete what they start, and are praised and rewarded for the
outcomes. Conversely, children may develop an inferiority complex if their parents consider
their efforts to do something as “annoying” or just a “disruption” (Elkind, 1978; Yılmaz, 2013).
As these children develop, they may show signs like low self-confidence and an inferiority
complex in their school life, and come to doubt their abilities. This, in turn, may hinder both
academic success and self-perception. Given these risks, the importance of counseling services
provided in primary school is clear. Counseling activities to support academic success and the
children’s personal development can prevent these kinds of problems (Yeşilyaprak, 2007).
Academic self-perception, which begins to be shaped during primary school, is the child’s
perception of their academic proficiency, a concept that can be supported through academic
success and positive social relations (Shaffer, 2009). The age of 9 is accepted as the period
when childhood ends and adolescence begins. This age group can transform their cognitive
potential into academic performance (Shaffer, 2009; Batra, 2013; Stoeger, Steinbach,
Obergriesser, & Matthes, 2014, Yavuzer, 2016). Primary school children are considered to
have unstable motivation levels and still-formable learning skills. According to Ahmad,
Anwar, Anwar, and Bareech (2014), intelligence and success are inseparable. They argue that
there is a relationship between intelligence and academic success in that intelligence predicts
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academic success but academic success does not predict intelligence (Watkins, Lei, & Canivez,
2007).
Assessing and supporting the intelligence potential of children can help interventions to
meet children’s developmental needs. Providing the supportive education that children need
and that may improve their academic success is an integral part of educational counseling
activities. In Turkey, primary school students are expected to use Turkish actively and
adequately, to enjoy reading and learning, and to have basic mathematical and verbal literacy
skills (Akınoğlu, 2005). Learning Turkish improves not only listening, speaking, reading, and
writing but also mental skills such as thinking, understanding, sorting, categorizing,
questioning, relating, criticizing, analyzing-synthesizing, and evaluating across texts. It also
improves higher-level skills like communication, conscious decision making, and maintaining
learning (Şahin, 2007; Durukan, 2015). Mathematics enhances problem-solving, reasoning,
establishing relations between different disciplines, logical induction and deduction, as well as
being systematic, attentive, patient, and responsible. It also includes basic knowledge and skills
necessary for accurately perceiving natural phenomena and developments, and apprehending
relationships and gaining control over them. In short, mathematics is a key part of the primary
school curriculum (Orbeyi & Güven, 2008).
Because Turkish and mathematics courses strengthen comprehension and basic arithmetic
skills, they can positively influence the primary school students’ cognitive development and
academic success (Ersoy, 2006) as well as their self-concept (Göktaş, 2008; Altun & Yazıcı,
2013; Sarıer, 2016). This study analyzes the relationships between the total Turkish and
mathematics course scores of Turkish fourth-grade primary school students (9-year-old age
group), their intelligence level, measured by the Wechsler Intelligence Scale for Children and
its sub-scales, and their self-perception, measured by the Piers-Harris Children’s Self Concept
Scale.
The study seeks to answer the following research questions:
1- Is there a sex difference in academic success (Turkish and mathematics grades),
intelligence (WISC-R scores), and self-regard (self-concept) scores?
2- Are there significant correlations between academic success (Turkish and mathematics
grades), intelligence (WISC-R scores), and self-regard (self-concept)?
3- Does intelligence (WISC-R scores) have a significant effect on academic success
(Turkish and mathematics grades)?
4- Do intelligence (WISC-R scores) and academic success (Turkish and mathematics
grades) have a significant effect on self-regard (self-concept)?
2. Method
2.1. Research Model
This research employed the relational research method, which analyzes the relationship
between two or more variables without intervening in the variables (Büyüköztürk, KılıçÇakmak, Akgün, Karadeniz & Demirel, 2008). This study first analyzed the relationship
between the Turkish and Mathematics grades of 4th graders as indicators of academic success,
their WISC-R scores, and self-concept scores. It then assessed find whether intelligence
explained academic success and whether academic success and intelligence explained the selfconcept in the children studied.
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2.2. Study Group
The research was conducted during the 2016-2017 academic year with 34 fourth-grade
students attending a state school in Istanbul, Turkey. Data from one student was excluded for
disrupting multidimensional normality, leaving 33 students for further analysis – 15 (45.5%)
female and 18 (54.5%) male. The mean age was 9.28 years. The students’ Turkish grades were
average for the school ( x = 56.39) whereas their mathematics scores were below average ( x
=52.38). The Piers-Harris Self-Concept Scale scores indicated that the students had an average
self-concept ( x =58.79). Mean scores for verbal ( x =87.03), performance ( x =97.67), and fullscale intelligence ( x =91.64) indicate that the students were of a normal intelligence level.
2.3. Instrument
Demographic Form: This recorded the students’ Turkish and Mathematics course grades
(average exam scores), and their age and sex.
Wechsler Intelligence Scale for Children-Revised-WISC-R: Developed by Wechsler in
1949, this test can be applied to children between 6 and16 years old. The test consists of two
sub-sections, verbal and performance, and 12 sub-tests of the two main sub-sections. The
verbal section sub-tests are general knowledge, arithmetic, vocabulary, comprehension, and
digit span while the performance section sub-tests are picture completion, picture arrangement,
block design, object assembly, coding, and labyrinths. Savaşır & Şahin (1995) developed the
first Turkish adaptation of the scale and tested its validity and reliability. The reliability scores
for the test in Turkey were.97 for total, .97 for the verbal section, and .93 for the performance
section.
Piers-Harris Children’s Self-Concept Scale (PHCSCS): This 80-item scale was developed
by Piers and Harris in 1964 to measure students’ self-concept for the age group 9-16 years. The
scale assesses children’s emotions, thoughts, and attitudes related to themselves (their selves).
Students answer “yes” or “no” to each question to yield a score between 0 and 80. Higher
scores indicate that an individual has developed positive emotions and thoughts about
themselves whereas lower scores indicate negative emotions and thoughts. The questionnaire
can be administered individually or in groups, although group administration requires at least
third-grade level literacy skills. Çataklı & Öner (1986) developed the Turkish version of the
scale and conducted validity and reliability tests. The reliability scores ranged between .81 and
.89 (Öner, 1994). The construct validity was assessed using the test anxiety inventory. The two
scales correlated significantly at .01 level.
2.4. Procedure
From 4th graders in a public school in Istanbul, 34 students were selected who had received
a score below 50 their Turkish and/or mathematics course. After the parents of the selected
students had given their consent, the relevant student details were collected from parents and
teachers. The WISC-R tests, which were administered by specialists, took approximately 90
minutes for each student. The Piers-Harris Children’s Self-Concept Scale was administered
with the assistance of the school’s psychological counselor during class hours. This scale took
up to 10 minutes to complete. For students with lower academic success, the school counselor
informed their parents and directed students to the counseling and research center if deemed
necessary.
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2.5. Data Analysis
Multivariate regression analysis was used to explain the relationship between the
independent and dependent variables. Several procedures were conducted before the analysis
to meet the assumptions of multivariate regression analysis. First, the missing values were
identified for each variable (Çokluk, Şekercioğlu & Büyüköztürk, 2014). However, no data
was missing in this case. Kolmogorov-Smirnov and Shapiro-Wilk analyses were conducted to
test the normality of the distributions. These indicated that the distributions were not
significantly different from the normal distribution curve (p>.05). Scatter plots were used to
assess linearity. Horizontal and vertical skewness values were assessed and the skewness and
kurtosis values for all distributions varied between -1 and +1. To determine multicollinearity,
Tolerance, and VIF (Variance Inflation Factor) values were evaluated. The tolerance value was
smaller than 1 while the VIF value was less than 10. These values indicated there was no
multicollinearity problem (Çokluk, 2010). Mahalanobis distances were analyzed to determine
multivariate extreme values. One observation with an extreme value that caused
multicollinearity was excluded from the analysis. Subsequent analyses were conducted on 33
participants. All these operations, and the following Pearson Product-Moment Analysis, MannWhitney U, Rank Difference Analysis, and stepwise multivariate regression analysis were
conducted using SPSS 21.0 software.
3. Results
This section is presented in the same order as the purposes section above. The first research
question was, Is there a sex difference in academic success (Turkish and mathematics grades),
intelligence (WISC-R scores), and self-regard (self-concept) scores? Table 1 shows the
analyses conducted to answer this question.
Table 1. Results of the Mann Whitney-U Analysis Conducted to Establish whether the
Variables Vary Based on the Sex Variable

Turkish

Mathematics

Self-concept

General
Knowledge

Similarities



Sex

N

x sira

Girl

15

17.8

267

Boy

18

16.33

294

Girl

15

17.33

260

Boy

18

16.72

301

Girl

15

16.6

249

sira

Boy

18

17.33

312

Girl

15

15.23

228.5

Boy

18

18.47

332.5

Girl

15

15.17

227.5

Boy

18

18.53

333.5

U

Z

p

123

-0.434

0.664

130

-0.181

0.857

129

-0.217

0.828

108.5

-0.979

0.327

107.5

-1.005

0.315
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Arithmetic

Comprehension

Digit Span

Verbal IQ

Picture
Completion

Picture
Arrangement

Block Design

Object
Assembly

Coding

Performance
IQ

Full-scale IQ

Girl

15

16.23

243.5

Boy

18

17.64

317.5

Girl

15

14.53

218

Boy

18

19.06

343

Girl

15

13.73

206

Boy

18

19.72

355

Girl

15

14.2

213

Boy

18

19.33

348

Girl

15

16.6

249

Boy

18

17.33

312

Girl

15

16.47

247

Boy

18

17.44

314

Girl

15

18.7

280.5

Boy

18

15.58

280.5

Girl

15

18.1

271.5

Boy

18

16.08

289.5

Girl

15

17.77

266.5

Boy

18

16.36

294.5

Girl

15

17.87

268

Boy

18

16.28

293

Girl

15

15.73

236

Boy

18

18.06

325

123.5

-0.42

0.674

98

-1.346

0.178

86

-1.8

0.072

93

-1.521

0.128

129

-0.219

0.826

127

-0.293

0.769

109.5

-0.929

0.353

118.5

-0.601

0.548

123.5

-0.42

0.675

122

-0.471

0.638

116

-0.688

0.492

As seen from Table 1, the Mann-Whitney U analysis indicates there was no significant
variation in any of the variables based on sex (p>.05). Thus, sex was not significantly correlated
with academic success in this sample.
The second research question was, Is the correlation between academic success (Turkish
and mathematics grades), intelligence (WISC-R scores), and self-regard (self-concept)
significant? Table 2 shows the analyses conducted to answer this question.
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Table 2. Correlations between WISC-R scores, Self-concept, and Turkish and Mathematics
Grades
Turkis
h

Turkish

r 1

Mathematics

General
Knowledge

Compre
hension

Verbal
IQ

Coding

Full-scale
IQ

.802**

.479**

0.283

0.294

0.29

0.256

.589**

.351*

.452**

.436*

.471**

0.250

0.202

0.100

0.097

0.117

Mathematic r .802** 1
s
Self
r 0.178 0.307
* p<.05, ** p<.001

As shown in Table 2, the results of the Pearson Product-Moment analysis indicate a highly
significant positive correlation between Turkish and Mathematics grades (r=.802; p<.001) and
a significant positive correlation between Turkish grades and the WISC-R General Knowledge
sub-section (r=0.479; p<.001). However, no significant correlation was found between Turkish
grades and scores for Similarities (r=0.242; p>.05), Arithmetic (r=0.052; p>.05),
Comprehension (r=0.283; p>.05), Digit Span (r=-0.055; p>.05), Verbal IQ (r=0.294; p>.05),
Picture Completion (r=-0.256; p>.05), Picture Arrangement (r=0.051; p>.05), Block Design
(r=0.117; p>.05), Object Assembly (r=0.200; p>.05), Coding (r=0.290; p>.05); Performance
IQ (r=0.113; p>.05), and Full-scale IQ (r=0.256; p>.05).
There were significant positive correlations between mathematics grades and WISC-R subsection scores for General Knowledge (r=.479; p<.001), Comprehension (r=0.283; p<.001),
Verbal IQ (r=0.294; p<.001), Coding (r=0.29; p<.001), and Full-scale IQ (r=0.256; p<.001).
However, there was no significant correlation between Turkish grades and Similarities
(r=0.262; p>.05), Arithmetic (r=0.299; p>.05), Digit Span (r=0.83; p>.05), Picture Completion
(r=-0.025; p>.05), Picture Arrangement (r=0.113; p>.05), Block Design (r=0.294; p>.05),
Object Assembly (r=0.183; p>.05), or Performance IQ (r=0.306; p>.05).
No significant correlations were found between Self-concept and Turkish grades (r=0.178;
p>.05), Mathematics grades (r=0.307; p>.05), General Knowledge (r=0.250; p>.05),
Similarities (r=-0.052; p>.05), Arithmetic (r=0.168; p>.05), Comprehension (r=0.202; p>.05),
Digit Span (r=-0.308; p>.05), Verbal IQ (r=0.100; p>.05), Picture Completion (r=0.104;
p>.05), Picture Arrangement (r=-0.056; p>.05), Block Design (r=0.229; p>.05), Object
Assembly (r=-0.051; p>.05), Coding (r=-0.097; p>.05), Performance IQ (r=0.067; p>.05), or
Full-scale IQ (r=0.117; p>.05).
The third research question was, Is the effect of intelligence (WISC-R scores) on academic
success (Turkish and mathematics grades) significant? Tables 3, 4, and 5 show the analyses
conducted to answer this question.
Table 3. The Relationship of WISC-R Verbal Sub-sections to Turkish grades
Unstandardized
Model Variables
ß
Standardized ß t
Error
Step 1 Constant
35.745
7.078
5.05
General
3.724
1.225
0.479
3.039
Knowledge
F = 9.235; p<.05, R = .479; R2 = .230

p
0.000
0.005

Table 3 shows the results of the stepwise regression analysis conducted to find whether the
effects on Turkish grades of WISC-R verbal sub-dimensions (General Knowledge,
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Similarities, Arithmetic, Comprehension, and Digit Span) are significant. The analysis of
variance result (F= 9.235; p<.05) shows that the General Knowledge score significantly
explains the variance in Turkish grades. General Knowledge scores explained 23% of the
variance in Turkish grades (R2= .230; p<0.001). The standardized ß coefficient indicates that
a 1-unit increase in General Knowledge scores increases Turkish grades by 0.479 points.
The result of the multiple regression analysis conducted to determine whether the effect on
Turkish grades of WISC-R performance sub-dimensions (Picture Completion, Picture
Arrangement, Block Design, Object Assembly, and Coding) was not significant (F=1.122;
p>.05).
Table 4. The Effect of WISC-R Verbal Sub-dimensions on Mathematics grades
Model Variables
ß
Unstandardized Standardized ß t
Error
Step 1 Constant
28.720
6.078
4.725
General
4.267
1.052
0.589
4.055
Knowledge
F= 16.44; p<.0.00, R= .589; R2= .347

p
0.000
0.000

Table 4 shows the results of the stepwise regression analysis conducted to find whether the
effects on mathematics grades of WISC-R Verbal Sub-dimensions (General Knowledge,
Similarities, Arithmetic, Comprehension, and Digit Span) were significant. The analysis of
variance result (F= 16.44; p<.0.001) shows that General Knowledge scores significantly
explain the variance in mathematics grades. That is, General Knowledge scores explain 34.7%
of the variance in mathematics grades (R2= .347; p<0.001). The standardized ß coefficient
indicates that a 1-unit increase in General Knowledge scores increases mathematics grades by
0.589 points.
Table 5. The Effect of WISC-R Performance Sub-dimensions on Mathematics grades
Model

Variables

ß

Unstandardized
Error

Step 1

Constant

8.078

6.078

Coding

13.674

1.052

Standardized ß

0.436

t

p

.489

0.000

2.699

0.011

F= 7.282; p<.05, R= .436; R2= .190

Table 5 shows the results of the stepwise regression analysis conducted to find whether the
effects on mathematics grades of WISC-R performance sub-dimensions (Picture Completion,
Picture Arrangement, Block Design, Object Assembly, and Coding) were significant. The
analysis of variance result (F= 7.282; p<.05) shows that only Coding scores significantly
explained the variance in mathematics grades. Coding scores explained 19% of the variance in
mathematics grades (R2= .190; p<0.001). The standardized ß coefficient indicates that a 1-unit
increase in Coding scores increases mathematics grades by 0.436 points.
The fourth research question was, Is the effect of intelligence (WISC-R scores) and
academic success (Turkish and mathematics grades) on self-regard (self-concept) significant?
The multiple regression analysis results indicated that Turkish and mathematics grades have
no significant effect on self-concept (F=1.798; p>.05). Verbal, performance, and full-scale IQ
scores also had no significant effect on self-concept (F=.605; p>.05).
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4. Discussion
The study’s findings indicate that there is no correlation between gender, and self-perception
or academic success among the fourth-grade students sampled here. Intelligence scores were
highly correlated with mathematics grades but weakly correlated with Turkish grades.
However, neither of these scores were significantly correlated with self-concept. Turkish and
mathematics scores predicted the general knowledge sub-test scores of the WISC-R verbal
section, which operationalizes long-term memory, while mathematics course scores predicted
the coding sub-test (psycho-motor coordination and speed) of the performance section.
Intelligence and academic success had no significant effect on the children’s self-concept.
Like most previous studies, this study also found that self-perception and intelligence scores
do not differ by sex. Akuysal-Aydoğan and Deniz (2012) found that self-esteem levels of
primary school phase II students do not vary by sex. Çakmak, Şahin, and Demirbaş (2017),
and Seçer, İlbay, Ay and Çiftçi (2012) also found that self-esteem does not vary by sex for
primary school students. Kanay (2006) found no sex differences in the self-concept of children
aged 9-13 years diagnosed with ADHD. Some studies on primary school students have,
however, found that self-esteem levels of schoolgirls were higher than those of schoolboys
(Kılıç-Duran, 2007; Yılmaz, Yiğit, & Yurt, 2012; Çelik, 2011; Yılmaz, Yiğit, & Kaşarcı, 2012;
Göktaş, 2008).
Cornwell, Mustard and Van Parys (2013) analyzed whether girls and boys of different racial
categories (white, black, and Spanish) differ in the language (reading), mathematics, and
science scores. They found no difference in terms of the exam scores. However, although the
boys’ in-class performance was as good as that of girls, teachers evaluated boys less favorably;
the girls’ supposedly better in-class behavior positively influenced teachers’ grading of girls.
From a meta-analysis of 15,042 published articles, Voyer and Voyer (2014) concluded that
schoolgirls’ language scores but not mathematic scores were significantly better than those of
schoolboys. From an international meta-analysis, Else-Quest, Hyde, and Linn (2010) found no
significant difference in academic success between girls and boys. Lavy and Schlosser (2007)
found that primary school academic success, independent of sex, was influenced by friendships
and relations with the teacher. Göktaş (2008), and Erkman, Caner, Sart, Börkan, and Şahan
(2010) established that the more students thought that their class teacher loved them, the higher
were their academic self-esteem and success. From a longitudinal study of 17,565 students
from 994 schools, Husain and Millimet (2009) concluded that, until the 4th grade, schoolboys
were more successful in mathematics and schoolgirls in language courses. After 4th grade,
however, these sex differences disappear.
Kaya and Oğurlu (2015) analyzed the relationship between self-esteem, and intelligence and
academic success in 127 adolescent students. Whereas there was a highly significant
correlation between intelligence and academic success, the correlation between self-esteem and
academic success was not significant. Watkins and friends (2007) argue that there is a relation
between intelligence and academic success in that intelligence affects academic success
whereas academic success does not influence intelligence. Yücel and Koç (2011) found that a
positive attitude towards mathematics courses predicted 16% of the variance in academic
success for both schoolgirls and schoolboys. The regression model showed that one-unit
increase in attitude scores predicted a .07-point increase in mathematics grades (in a 5-point
grading system).
In the present study, intelligence and academic success had no significant effect on
children’s self-perception. In contrast, many previous studies have reported a significant
positive correlation between the academic success and self-esteem of primary school students
(Yılmaz, Yiğit, & Yurt, 2012; Yılmaz, Yiğit, & Kaşarcı, 2012; Göktaş, 2008; Pajares, Britner
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& Valiante, 2000; Rahmani, 2011; Hay, Ashman & Van Kaayenoord, 1998; Harper & Purkey,
1993; Hoge & Renzulli; 1993; Guay, Marsh & Boivin, 2003; Cvencek, Kapur & Meltzoff,
2015). Studying junior boarding school students, Seçer et al. (2012) found that students with
higher academic success had significantly higher levels of self-esteem than students with
average and lower academic success levels. From a meta-analysis of 62 studies conducted in
Turkey between 2000 and 2015, Sarıer (2016) concluded that the critical factors influencing
students’ academic success are socio-economic conditions, self-efficacy, and motivation.
Pullmann and Allik (2008) found that academic self-esteem was a crucial predictor of academic
success in 4,572 primary students.
After analyzing the results of this study, we can conclude that sex has no significant effect
on intelligence level, academic success, and self-perception in the primary school students
sampled here. This finding particularly helps in evaluating nine-year-old fourth-grade students
and planning educational and personal guidance services, ranging from organizing in-class
activities to friendship building. This preadolescent age group could participate in both
individual and group guidance activities and easily support each other.
Other noteworthy findings are that long-term memory and verbal intelligence scores
correlated with success in Turkish and mathematics while sub-test scores for comprehension
and coordination speed correlated with success in mathematics. When interpreting the tests for
parents and guidance centers, psychometrists assessing children’s intelligence potentials can
capitalize on these findings, keeping in mind that memory, reasoning, and verbal intelligence
scores are correlated with academic success. Further research to evaluate the correlations
between performance-assessment tests and success in various courses can guide those who
work in this area. This study’s findings indicate that preparation for courses like mathematics
and Turkish should be reviewed regarding the preparation of the Turkish high school entrance
exam. Individual education programs can be prepared, and the students’ academic success can
be supported according to the characteristics of the children. The lack of a significant
relationship between self-perception and academic achievement in this study contradicts the
findings from many previous studies (Yılmaz, Yiğit, & Yurt, 2012; Yılmaz, Yiğit, & Kaşarcı,
2012; Göktaş, 2008; Pajares, Britner & Valiante, 2000; Rahmani, 2011; Hay, Ashman & Van
Kaayenoord, 1998; Harper & Purkey, 1993; Hoge & Renzulli; 1993; Guay, Marsh & Boivin,
2003; Cvencek, Kapur & Meltzoff, 2015) It can be concluded that the appropriate interventions
to support children’s academic achievement can benefit more from education and develop a
psychologically more resistant structure. This study only used data taken from primary school
4th graders. Diversification of the findings with data from students of different age groups
would enable children who are developing typically or atypically to be properly evaluated and
their academic success predicted more accurately.
This study also found that intelligence and academic success have no significant influence
on self-perception, which contradicts previous research findings. This result may be explained
by the size and age of the sample. Therefore, the result should be reevaluated with larger
samples of students from the same age group. Another possible explanation for the finding is
that children in this preadolescent age group focus more on their friendships, and do not yet
feel the pressures of challenging exams, such as the high school entrance examinations, or their
parents’ expectations. The finding may, therefore, be useful in evaluating nine-year-old
schoolgirls and schoolboys. It can also help teachers in commenting about and motivating 3rd
and 4th graders when meeting with their parents and for performing in-school guidance
services.
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