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Shyness and Academic Achievement
Abstract
This study examined the relation between shyness and academic achievement.
Previously, this relation was unexplored, or only examined through teacher rating scales.
Participants were n=140 elementary school children (aged 9-12) attending public
elementary schools (grades 4 to 6) in Atlantic Canada. Students completed a self-report
assessment of shyness. Math and language ability were measured through a standardized
achievement test as well as with teacher ratings. Also, teachers rated perceived student
academic oriented behaviour. Shyness was related to teachers' ratings of math, teachers'
ratings of reading and standardized math scores but not related to standardized reading
comprehension scores. Academic oriented behaviour was found to be mediator of the
relation between shyness and teacher rated achievement. This study found that shyness
may be a risk factor for poorer academic achievement, particularly in math. However,
these difficulties may be better explained by the academic oriented behaviour exhibited
by shy students rather than shyness itself.
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Shyness and Academic Achievement 1
Too Shy To Achieve?
Clarifying the Relation Between Shyness and Academic Achievement in Childhood
Shyness is described as feelings of awkwardness, anxiety and timidity towards
new situations (Kagan, Reznick, Clarke, Snidman, Garcia-Coll, 1984). Shy children have
more difficulty initiating social interactions, and appear to be more socially withdrawn
and quiet compared to other individuals (Chen et al., 2004; Garcia-Coll, Kagan &
Reznick, 1984; Coplan, Prakash, O'Neil & Armer, 2004; Crozier, 1979). Shyness has
been related to lower levels of self-esteem, self-confidence, peer relationships, and
problems of self-expression (Crozier, 1995; Martin, 1994). In the past, shyness has been
linked with language difficulties, lower verbal IQ scores and performance anxiety
(Asendorpf, 1994; Crozier & Hostettler, 2003; Evans, 1993, 1996). However, less is
know about shyness and other aspects of academic success. Although many studies claim
shyness is related to academic difficulties, few empirical works have actually measured
this. Moreover, when achievement has been measured, it is typically assessed through
teachers' ratings of achievement (e.g., Capara, Barbaranelli, Pastorelli, Bandura &
Zimbardo, 2000; DuPaul, Volpe, Jitendra, Lutz, Lorah & Gruber, 2004; Gordon, &
Thomas, 1967; Lerner, Lerner & Zabki, 1985; Zimmerman, 1992). However, it has been
suggested that teachers' ratings may be a more biased measure of achievement, leading to
questions about the validity of this form of assessment (e.g., Lerner et al., 1985; Martin,
1994).
Many unanswered questions remain. Is shyness related to different aspects of
academic success? Are shy children limited in their ability to achieve at school or do
teachers' perceptions of shy children's behaviours contribute towards these associations?
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The goal of the proposed study was to more closely examine the relations between
shyness and academic achievement. Moreover, elementary school children's academic
achievement was measured from different sources, through multiple measures and in
various domains. By thoroughly examining achievement and considering various factors,
it was hoped that the relation between shyness and academic achievement would be
clarified.
A Conceptual & Historical Overview of Shyness
Shyness is a characteristic trait that is described as feelings of anxiety, fear, and
awkwardness in social situations (Crozier, 1979; Eisenberg, Fabes & Murphy, 1995;
Martin, 1994). Shy individuals are quiet and have difficulty expressing themselves and
initiating social interaction (Skarpness & Carson, 1987). Shy children are also more
likely to play alone and tend to initiate fewer social contacts (Coplan et al., 2004).
Although shyness is quite common and can have adverse consequences, this topic was a
previously neglected area of social development research (Rubin & Coplan, 2004). For
much of the past century, researchers have emphasized the importance of studying
aggression, defiance and other externalizing problematic behaviours. In contrast, little to
no attention was placed on internalizing behaviours (Rubin & Coplan, 2004). This may
have been in part because children displaying externalizing problems demand attention
from authority figures and cause disturbances in the classroom. In contrast, children with
internalizing problems do not typically act out and are thus not seen as a problem by
authority figures in education. In more recent decades, the risks and problems associated
with inhibition, shyness and social anxiety have come to light in the scientific
community.
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Although shyness has only received academic focus in recent decades, shyness is
a construct that has been written about for over a century. As early as the 1920s, shyness
was discussed as a mental disorder that required specific consideration among educators
(Craig, 1922; Dealy, 1923). Shyness was classified as a psychological neurosis, and shy
children were described as of in a state of hyper inhibition, fear and mistrust (Lewinsky,
1941).
In the 1980's, a large breakthrough in the research on shyness was made by
Jerome Kagan in the area of behavioural inhibition. Kagan defined inhibition as the initial
tendency to withdraw from unfamiliar events and he described inhibited infants as those
likely to be more anxious and easily upset (Garcia-Coll et al., 1984; Kagan, 1988; Kagan,
et al., 1984). Through examination of biological measurements such as heart rate, vagal
tone, and salivary Cortisol levels paired with observations of infants and toddlers, Kagan
was able to map biological trends in inhibited children (Garcia-Coll et al., 1984; Kagan et
al., 1984; Kagan 1988). In particular, inhibited infants had more stable heart rates, which
were consistently faster, in comparison to heart rates which frequently fluctuated in noninhibited individuals (Garcia-Coll et al., 1984). In addition, inhibited infants had higher
levels of Cortisol and lower levels of vagal tone, which indicates that inhibited children
(particularly those who score in the top 15% on inhibition measures) are generally more
aroused, stressed and anxious and less in control of their emotions than non-inhibited
children (Eisenberg, Fabes & Murphy, 1995; Kagan, 1988).
Kagan and colleagues also found evidence that behavioural inhibition was stable
across time - particularly among extreme groups (Garcia-Coll et al., 1984; Kagan et al.,
1984; Kagan, 1988). Follow up studies found that children previously classified as
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inhibited remained inhibited after months and years (Garcia-Coll, 1984; Kagan et al.,
1984, Kagan, Snidman, Kahn, & Towsley, 2007)
In the 1990's, work in the area of inhibition gradually shifted from an
examination of the biological basis of inhibition to the social aspects of shyness (Rubin &
Asendorpf, 1993). A key part of this transformation was made through examining how
shy children interacted with others during play. Asendorpf (1990) theorized that shy
children were highly interested in playing with others but that they were also highly
anxious about social interactions. The strong desire to be social (to approach) along with
the strong feelings of shyness and fear of social situations (avoidance) creates an
approach-avoidance conflict within shy children. Asendorpf applied this approachavoidance dichotomy to compare shy children with three different groups of children. He
theorized that children who had a strong desire for social approach but a low desire to
avoid social interactions were typically developing social children, children with a low
desire for both approach and avoidance were unsociable (or socially disinterested), and
children with a low desire for approach but a high desire for avoidance were avoidant
(Asendorpf, 1990, 1993). It has been suggested that children in each of these groups
might display unique play behaviours. For example, shy children, who want to play with
others but are hesitant to do so, tend to stand close to groups of children and observe
while not actively participating (Coplan et al., 2004).
Finally, in the last ten years, researchers have begun to more seriously consider
the role of family environment in the development of shyness. Such factors include
overprotective and anxious or insensitive parenting, as well as the insecure attachment
relationships (Burgess, Rubin, Cheah & Nelson, 2001; Rubin, Cheah & Fox, 2001;
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Rubin, Coplan & Bowker, in press). Parents who place a lot of boundaries on their
children and do not allow them to explore their environment may influence children to
become afraid of or anxious towards their environment (Coplan et al., 2004; Rubin,
Burgess, & Hastings, 2002; Rubin, Stewart and Coplan, 1995). Also, parents who are
overly intrusive, seek more control, and do not allow their children to negotiate conflict,
may prevent their children from developing conflict negotiation skills (Burgess, Rubin,
Cheah & Nelson, 2001). However, the child-parent relationship is bidirectional, and
therefore it is possible that children's social wariness may influence parental
overprotectiveness (Mills & Rubin, 1990).
Socio-Emotional Outcomes of Shyness
Developmental factors notwithstanding, the longer-term outcomes for shy
children provide reasons for concern by parents, teachers, and psychologists. Overall, shy
children are at a substantially greater risk for concurrent and later emotional and social
difficulties than non-shy children (Rubin & Asendorpf, 1993). These social problems
could arise because shy children have extreme feelings of nervousness and anxiety
towards social situations and are unable to fully participate in social exchanges because
of their internal feelings and fears (Chen et al., 2004; Rubin & Asendorpf, 1993). Due to
their lack of participation, shy children are more likely to be rejected by their peers (Coie
& Dodge, 1983; Coplan, Closson & Arbeau, 2007; Coplan, Girardi, Findlay & Frohlick,
2007). Although shy children are likely to have at least one best friend, these friendships
are more likely to be less close and of poorer quality (e.g., Rubin, Coplan & Bowker, in
press; Rubin Wojslawowicz, Rose-Krasnor, Booth-LaForce, & Burgess, 2006). Also, shy
children are more likely to lack the necessary social skills to adapt to and navigate
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through complex social situations and to handle social conflicts (Chen et al., 2004;
Eisenberg et al., 1995; Oden & Asher, 1977). The social consequences of shyness and
social withdrawal are low peer acceptance, isolation from the peer group, lack of close
friendships and feelings of loneliness (Crozier, 1995; Eisenberg et al., 1995; Rubin &
Asendorpf, 1993).
These social problems can lead to emotional consequences such as low selfesteem, low self-confidence and depression (Crozier, 1995; Rubin & Asendorpf, 1993).
In addition, shyness is related to poor adaptation to stressful environments and nonconstructive coping strategies which may reinforce anxiety and avoidance (Eisenberg et
al., 1995). Shy individuals may also feel the need to mask their emotions from others and
to keep their feelings of anxiety and emotional distress to themselves (Eisenberg et al,
1995). Overall, shy children may consistently have higher levels of negative
emotionality, and internalizing problems (Eisenberg et al., 1995; Fordham & StevensonHinde, 1999). Finally, extreme shyness in childhood is related to the later development of
clinical anxiety disorders, particularly social phobia (Heiser, Turner, & Beidel, 2002;
Rapee, Kennedy, Ingram, Edwards & Sweeney, 2003).
The negative consequences of shyness may be elevated for boys (Eisenberg et al.,
1995; Rubin, Burgess & Coplan, 2002). This has been argued because shyness is viewed
as less acceptable for males than for females in Western society (Crozier, 1995). Thus,
shy boys may feel more awkward and self-conscious than shy girls because their
behaviours are less accepted. Shy boys may also feel great pressure to hide their feelings
of negative emotionality (Eisenberg et al., 1995). It has been argued that this gender
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difference puts shy males are a greater risk for emotional difficulties and maladjustment
across the lifespan (Rubin, Burgess & Coplan, 2002).
The negative consequences of shyness can persist throughout the lifetime (GarciaColl et al., 1984; Kagan, 1988; Kagan et al, 1984; Kagan et al, 2007). Shyness is quite
prevalent with as many as 34% of the population being identified as shy in some studies
(Heiser, Turner, & Beidel, 2002). Therefore, it is important to research possible outcomes
of shyness, to have a better understanding of the struggles shy children face, and to be
able to understand why each negative outcome sometimes occurs. Not all shy children
will experience the same outcomes (Coplan & Armer, 2007), and therefore it is important
to understand what predicts these negative consequences so that appropriate interventions
can be made.
Shyness and Language
Aside from social and emotional difficulties, shyness has also been linked to
academic difficulties (Martin, 1994). Shy children are considered to experience academic
difficulties and to underachieve compared to their non-shy peers (Chen et al., 2004;
Crozier, 1995). Evidence for poorer academic achievement in shy children was first noted
through the exploration of language usage among shy children.
Shyness has been related to language problems in a variety of studies. Children
with speech and language impairments are more likely to display shy or inhibited
behaviours (Noterdaeme & Amorosa, 1999). In addition, late talking toddlers and
toddlers with speech disabilities are more likely to be shy (Irwin et al., 2002; Paul &
Kellogg, 1997). In one of the earliest studies in this area, Evans (1987) explored the
language usage of reticent kindergarten children (who spoke less in the classroom) during
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show and tell. She found that reticent children participated less in show and tell than their
peers. Moreover, when participation did occur, reticent children said less, answered fewer
questions and spoke in shorter phrases (Evans, 1987).
In a later study, Asendorpf and Meier (1993) examined the language patterns of
shy children by recording spoken language across various contexts and times. Shy
children were found to speak less in unfamiliar and moderately familiar environments
when compared to non-shy peers. However, there were no differences in speech patterns
between shy and non-shy children in the home or other familiar environments. In
addition, Asendorpf (1994) reported that shy children took longer to warm up and initiate
conversations with unfamiliar adults. While conversing with unfamiliar adults, inhibited
children spoke less than other children (Asendorpf, 1994). Therefore, shy children speak
less than non-shy children in environments where they may feel socially anxious. Also,
there is evidence to suggest that these specific language usage patterns are linked to
deficits in linguistic competency.
Evans (1993, 1996) examined the linguistic abilities of "quiet" and "non-quiet"
kindergarten and grade one children through using a variety of measures. Quiet children
(as identified by teachers) lagged behind their peers on teachers' ratings of verbal ability,
parents' ratings of verbal ability, and on standardized measures of language ability
(Evans 1993). In grade 1, these differences were maintained; quiet children continued to
lag on the same measures as in the previous year as well as on additional standardized
measures.
Expressive vs. receptive language. Language ability can be assessed through
either expressive or receptive measures (Evans, 1993, 1996; Spere, Schdmit, Theall-
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Honey & Martin-Chang, 2004). Expressive measures of language ability require the
participant to speak and construct language, whereas receptive measures of language
ability only require the participant to comprehend language enough to complete a given
task. In Evans' (1993,1996) findings, quiet children were more likely to lag behind peers
on expressive measures of language ability, when the child was required to verbally
express their answers. In comparison, quiet children were less likely to lag behind other
on the receptive measures of language ability (Evans, 1993, 1996). Thus, shy children
may perform at an even level with their peers on measures of receptive ability because
the tasks on these measures are less demanding and often require the participant to simply
point to the correct answer. However, measures of expressive ability are more demanding
and require the participant to verbally express themselves. Therefore, shy children who
are nervous about answering may be hesitant to give a full response, to talk at length
about a given question, or to answer at all. This supports the argument that shy children
have a problem with performance rather than linguistic competence.
Other researchers have suggested other explanations for differences between
language test scores of shy versus non shy children. Spere and colleagues (2004) reported
no differences in shy and non-shy children's performance on a measure of receptive
ability. Although there was a significant difference between shy and non-shy children on
the measure of expressive ability, a closer inspection revealed that shy children
performed at par with the standardized age appropriate norms for that measure, whereas
non-shy children were actually performing significantly above average when compared
to the age appropriate standardized norms. Thus, shy children may not display a language

Shyness and Academic Achievement 10
deficit as much as non-shy children are performing extremely well on tests of language
ability (Spere et al., 2004).
Regardless of actual or observed differences, language may also play a protective
role for shy children. Coplan and Armer (2005) reported that expressive linguistic ability
acted as a moderator of negative socio-emotional outcomes for shy children. That is, shy
children who performed well on measures of expressive linguistic ability were less likely
to experience maladjustment. Possessing expressive linguistic skills may give shy
children more self-confidence to communicate effectively, which could help them
develop more positive coping strategies which would protect against maladjustment
(Coplan & Armer, 2005).
Effects of the testing environment. Despite suggestions that shy children may have
a language deficit, the evidence is still decidedly mixed. Shy children appear to
communicate at the same level as their peers in some contexts, but also to have a lag in
others. As described earlier, one suggestion is that shy children do not have a language
competence problem, but that they have a performance problem. This would indicate that
shy children understand and grasp language the same way as their peers, but that they are
unable to display their linguistic ability because they feel anxious and nervous and do not
communicate as fully as they are capable of (Coplan & Armer, 2005; Crozier &
Hostettler, 2003; Crozier & Perkins, 2002). The "performance rather than competence"
argument implies that shy children have adequate linguistic skills, but that shyness
inhibits their performance on tests in the presence of researchers (Crozier & Hostettler,
2003).
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Crozier and Perkins (2002) attempted to control for level of competence in
examining differences in performance. Teachers nominated shy and non-shy children
aged 8 to 10 years old. The Peabody Picture Vocabulary Test (PPVT) was employed as a
measure of vocabulary ability. This was done because shy children are less likely to lag
behind peers on this measure of receptive language ability (Evans, 1993, 1996).
Therefore, the PPVT were used to control for language competence, and shy children
were matched with non-shy children who had equal PPVT scores.
Participants were then asked to create an oral narrative from 5 pictures presented
to them (Crozier & Perkins, 2002). The pictures were kept in front of the participants
during the entire task to help lower performance anxiety. Even after matching for
receptive vocabulary, shy children used significantly fewer words, fewer word roots and
shorter utterances when constructing their narratives. Thus, even after controlling for
competence, a difference in performance still emerged (Crozier & Perkins, 2002).
Crozier and Hostettler (2003) further explored the performance inhibition of shy
children by examining achievement in three different testing environments. Teachers'
ratings of shy temperament were used to identify shyness in children aged 9 to 10. Once
shy and non-shy groups were constructed, children completed a vocabulary test in one of
three different conditions (Crozier & Hostettler, 2003). In the first condition, participants
were individually administered oral tests, in which questions were spoken to them and
they were asked to say the answers. In the second condition, participants were
individually administered written tests, in which questions were asked orally, but answers
were written. Finally, in the third condition, participants were given group administered
written tests (Crozier & Hostettler, 2003). Shy children scored significantly lower than
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non-shy children in both individually administered conditions. However, there were no
significant differences when considering the group administered condition (Crozier &
Hostettler, 2003). An explanation for this finding could be that in group settings, shy
children do not feel the same performance pressure that is experienced in individual
administration settings. Without performance anxiety, shy children are able to perform at
the same level as their peers.
If differences between shy and non-shy children on measures of linguistic ability
are due to a problem with performance rather than competence, then they really do not
have a language deficit and are instead struggling with a performance anxiety issue.
Instead of implementing programs to assist shy children and their language skills,
research could focus on finding ideal testing circumstances to allow shy children to
perform at their full potential.
Shyness and Academic Achievement
Academic achievement can be defined in a myriad of ways. Achievement can
refer to comprehension of concepts, performance on evaluative measures, or the
obtainment of favorable report grades. In addition many related constructs such as IQ and
scholastic competence have been used to infer academic success (Chen et al., 2004;
Kagan, 1984). In this study, academic achievement is considered to contain both the
competence component of understanding and having knowledge regarding a subject area,
and the performance component of being able to display this knowledge at a satisfactory
level.
There are few studies where researchers have specifically explored the links
between shyness and academic achievement (Chen et al., 2004; Gordon, & Thomas,
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1967). However, results from other studies that have indirectly examined shyness and
academic achievement suggest that shy children may indeed have poorer academic
performance (Crozier, 1995).
Why might shy children have problems with academics? There are multiple
theoretical reasons to suggest why shy children may have poorer academic achievement.
First, shy children are extremely quiet and withdrawn in school environments. Shy
children speak less and volunteer to participate less in class (Evans, 1987; Gordon, &
Thomas, 1967; McCroskey & Daly, 1976; Richmond, Beatty & Dyba, 1985). This lack of
participation may be interpreted as being unsure of or not understanding the course
material, or as simply not knowing the correct answers (Gordon, & Thomas, 1967;
Martin, 1994). For example, Gordon and Thomas (1967) asked teachers to rate the
intelligence of different types of children in their classrooms. Results indicated that
teachers underestimated the intelligence levels of children who were hesitant to play with
others and who were referred to as "sideliners". In fact, sideliners were the greatest
underestimated group in the study (Gordon & Thomas, 1967). Therefore, if teachers and
observers interpret a lack of participation as a lack of understanding, then shy children
are interpreted as having poorer comprehension of academic material.
A second reason as to why shy children may be considered to have academic
problems relates to their self expression. Shyness is related to certain patterns in language
usage (Asendorpf, 1993; Evans, 1993, 1996). Also, shyness has been linked with
expressive language problems, so shy children may have difficulty explaining what they
mean. Thus, in the classroom shy children may have trouble clearly expressing
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themselves and subsequently appear less knowledgeable than they really are (Crozier &
Perkins, 2002).
The third reason why shy children may have poorer academic achievement is due
to the anxiety they feel in the school environment. Shy children are very nervous in social
situations, and school is a very social environment (Evans, 2001; Martin, 1983). Shy
children may be nervous and awkward on the playground when they attempt to interact
with other children. This nervousness would be expected to be even greater in the
classroom, where shy children are required to participate, discuss and work with their
peers in a very small space (Martin, 1983). Even the most enjoyable activities could be
anxiety provoking for shy children if they are concerned about how their peers perceive
them.
In addition to peer relationships, being evaluated can contribute to shy children's
anxiety at school (Evans, 2001; Martin, 1983). Many shy individuals are very nervous of
formal evaluations (Rubin & Asendorpf, 1993). School is the first place in which children
receive formal evaluations, and therefore it can be very intimidating. The fear of being
formally evaluated in front of peers could lead to overwhelmingly levels of anxiety in shy
children.
If shy children are extremely anxious at school, this may interfere with their
ability to concentrate on course material and to pay attention to teachers' lessons. Over a
period of time, anxiety can greatly impact a shy child's learning (Rubin & Asendorpf,
1993). Therefore, shy children would not obtain the necessary skills to perform well at
school and would have poorer academic achievement.
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A final possible explanation for why shy children may have academic problems in
school is related to performance anxiety. Shy children may be able to obtain the
necessary skills to learn course material and may absorb course material. However,
methods of evaluation may be overwhelming for shy children and may not reflect a shy
child's knowledge or ability level. For example, oral examinations in front of peers may
be extremely problematic for shy children (Martin, 1983). Feelings of test and
performance anxiety may be so strong, that shy children are unable to complete the tasks
or evaluations, despite knowing the correct answers. Also, shy children may lack
confidence in themselves (Chen et al., 2004; Crozier, 1995)
In fact, it has long been speculated that shy children may have academic
difficulties. As early as 1921, early intelligence research blamed shyness for limiting
one's potential to such an extent that IQ scores were affected (Richards, 1921). In other
very early studies, shyness has been written about as a special problem that teachers and
educators need to be trained to deal with (Brodsky, 1936; Craig, 1922; Dealy, 1923).
Other early researchers argued that teachers overlook shy children because they do not
create distractions, and in turn the shy children become very neglected (Uger, 1938). This
theoretical suggestion is noteworthy because it has current day implications.
Empirical studies. Most contemporary empirical studies which reported shyness
as a predictor of poor academic achievement actually measured teachers' predictions of a
students' achievement (e.g., Chen et al., 2004; Lerner et al., 1985; Martin, 1994).
Although teacher predictions could be related to actual academic achievement, this
relation has not been found. In fact, several studies have found that teachers
underestimate the academic ability of shy students. This underestimation could be due to
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student levels of participation in the classroom. If a student is shy and reticent in school
and does not participate, a teacher may assume that the child does not grasp the course
material, and may predict that they student will not achieve (Caprara et al., 2000; Lerner
et al., 1985; Martin, 1994). Lerner and colleagues (1985) found that teachers rated
reactive students as less capable of achievement. However, reactivity was unrelated to
any objective measures of achievement (Lerner, 1985). In addition, Martin (1994)
reported teachers underestimate the cognitive abilities of quiet and inhibited children.
This shows that teachers may judge students' abilities based on their behaviours. If
teachers misjudge the ability of their reactive students, they may also misjudge the ability
of their shy students. For example, shy children may be too nervous to participate or
contribute to class, but may have a good understanding of the course material.
Aside from studies which employ teachers' ratings of academic achievement,
there is almost no literature examining the relation between shyness and achievement. Of
these few studies, several report a lack of relation between shyness and academic
achievement or cognitive performance (e.g., Kagan et al., 1984). Some studies which
focused on shyness and language also mentioned in their results section that although
achievement was measured, no significant findings were found between shyness and
academic achievement (e.g., Spere et al., 2004). Other studies in conceptually similar
areas also report that although both shyness and academic achievement were measured,
no relation was found between these constructs (e.g., Call, Beer & Beer, 1994; as cited in
Spere et al., 2004; Chen et al, 2004; Hamer & Bruch, 1999; Jones & Gerig, 1994). This
research could be taken as evidence that there is no actual relation between shyness and
academic achievement. However, the relation between shyness and achievement has

Shyness and Academic Achievement 17
typically not been the main focus of these studies. As a result, very little is written in
terms of the methodology used or the measures employed to come to these conclusions.
Thus, there is the need to clearly and directly focus on the relation between shyness and
academic achievement.
One of the ways that shyness and academic ability has been explored is through
the examination of IQ scores. Some research has found that shy children have lower IQs
(particularly verbal IQ) than their non-shy peers (Asendorpf, 1994). However, other
studies have found no relation between shyness and performance on cognitive tasks
(Kagan et al., 1984). Therefore, reported difficulties could be due to performance
problems, as most measures of IQ are administered in an individual setting, which is
linked to performance anxiety in shy children (Crozier & Hostettler, 2003; Crozier &
Perkins, 2002; Kagan et al., 1984). In addition, most measures of IQ require shy children
to express themselves, and therefore are biased against shy children (Asendorpf, 1994;
Asendorpf & Meier, 1993; Crozier & Hostettler, 2003; Crozier & Perkins, 2002).
Therefore, shy children may have IQs that are on par with their peers, but IQ measures
are not allowing shy children to show their full potential.
A more comprehensive way to measure academic achievement is to assess
academic specific skills. This has been done traditionally by assessing language and math
ability. As stated earlier, the relation between language and shyness is complex, and is
somewhat controversial (Crozier & Hostettler, 2003; Spere et al., 2004). Due to the
conflicted findings, the literature on shyness and language does not provide strong
conclusions concerning shyness and academic achievement.
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No relation has been found previously in studies linking shyness and mathematics
in children (e.g., Crozier & Hostettler, 2003). Shy children have consistently performed
at about the same level as their peers on measures of math ability. If shy children do have
a performance problem, this indicates that the problem only affects some realms of
achievement.
The scarcity of studies directly assessing shyness and academic achievement
creates the need to focus on related fields. Fortunately, academic achievement has been
studied more thoroughly with regards to related constructs, such as temperament and
personality. Results from these areas are now discussed.
Temperament. Temperament refers to a consistent pattern of behaviours that
appear early in infancy and are relatively stable (Martin, 1994; Rothbart & Bates, 2006).
These behaviours can affect one's activity, sociability and emotionality (Schoen & Nagle,
1994). Several different temperamental traits have been consistently identified, including
activity, distractibility, approach/withdrawal, persistence, attention, emotionality, and
adaptability (Thomas & Chess, 1970).
Individuals have unique temperaments. Just as some individuals are more skilled
in certain areas and better suited for different things, different temperament qualities are
beneficial in different contexts and more appropriate for certain activities (Lerner et al.,
1985; Martin, 1994). How one's temperament responds to the demands of a certain
context or environment is referred to as the goodness of fit. A temperament that gives a
person the right attitude and behaviour to adapt and succeed in their environment is
considered to be a good fit, whereas a temperament that causes a person to struggle in

Shyness and Academic Achievement 19
their environment is considered to be a poor fit (DiLalla, Marcus, &Wright-Phillips,
2004; Lerner et al., 1985; Martin, 1994; Skarpness & Carson, 1987).
The classroom is an environment in which temperament may play a large role. It
has been suggested that certain temperamental aspects are more beneficial to children in
the classroom over others (Martin, 1989; Skarpness & Carson, 1987). For example, low
distractibility, low activity and high attention help children pay attention and stay on task
so that they can absorb more course material and complete tasks more easily (DiLalla et
al., 2004; Lerner et al., 1985). In addition, certain temperamental traits that are linked to
shyness can benefit or hinder children in the classroom. Low approach may make the
children very nervous and unwilling to participate in class. High emotionality may make
children preoccupied with their feelings and unable to concentrate on their work (Lerner
etal., 1985).
Shyness is related to several other temperamental characteristics. The
approach/withdrawal dimension of temperament shares many similarities with shyness.
In addition, shyness is considered to be related to high emotionality (Eisenberg et al.,
1995; Spere et al., 2004). This is because shyness is related to low emotion regulation,
low positive effect and low constructive coping (Eisenberg et al., 1995). Therefore, in
this section, relevant research related to the temperamental aspects of low approach and
negative emotionality will be considered.
There have been several studies linking relevant aspects of temperament with
indices of academic achievement. Approach has been positively related to reading ability
(Thomas & Cameron, 1976), standardized reading scores (Martin, 1994; Martin &
Holbrook, 1985), reading and math grades (Martin, 1994), intellectual achievement
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(Palisin, 1986), and school readiness (Schoen & Nagle, 1994). Some researchers have
reported that negative emotionality is negatively related to early literacy and numeracy
skills (Coplan et al., 1999) and intellectual achievement (Palisin, 1986). Others have
found no relation between negative emotionality and prereading skills or school readiness
(Schoen & Nagle, 1994), standardized language or math scores (Martin & Holbrook,
1985), or language and math grades (Martin, 1985).
Lerner and colleagues (1985) asked teachers to rate various temperamental
characteristics in terms of how preferred each trait was inside the classroom. Thus,
teachers were constructing what they felt was the "ideal" temperament for the most
success inside the classroom. Students were asked to rate their own temperaments.
Students with temperaments that conflicted with what their teachers saw as ideal were
considered to have a poor goodness of fit, and students with ideal temperaments were
considered to have excellent goodness of fit (Lerner, et al., 1985). Academic achievement
was assessed through group administration of the Canadian Test of Basic Skills (CTBS),
a standardized measure with subscales such as reading comprehension, spelling,
vocabulary and mathematics. It was found that goodness of fit, teachers' predictions and
individual temperamental traits were positively correlated with academic achievement.
However, there were some discrepancies. Teachers predicted that low reactivity would be
negatively related to academic achievement, and this was not supported by scores on the
CTBS (Lerner etal., 1985).
In summary, some aspects of temperament appear to be related to academic
achievement. In particular relevance to shyness, the dimensions of approach has been
consistently positively related to academic achievement (Martin, 1994; Schoen & Nagle,

Shyness and Academic Achievement 21
1994). However, the relation between achievement and the dimension of negative
emotionality has not been as consistently demonstrated and may be more complex
(Lerner et al., 1985; Schoen & Nagle, 1994). Whereas some studies show that negative
emotionality is negatively correlated with achievement, other research has found no
connection (Schoen, & Nagle, 1994).
Personality. Temperament and personality are somewhat similar but also unique
constructs. Whereas temperament consists of behavioural and emotional patterns and
traits that appear early in infancy, personality is made up of a series stable characteristics
and preferences towards social, emotional and behaviour patterns (Laidra, Pullmann, &
Allik, 2007; Pauonen & Ashton, 2001). Temperament in infants is considered to be a
predecessor for personality in children and adults (DiLalla et al., 2004). Just as
temperament is related to success at school, personality also appears to influence
academic achievement (Chamorro-Premuzic, & Furnham, 2003).
There are many ways to measure personality and to understand the different facets
of personality. One of the most accepted models of personality is the Big Five Factors of
personality (Chamorro-Premuzic, & Furnham, 2003; Crocker, & Luhtanen, 2003; Laidra,
Pullmann, & Allik, 2007; Pauonen & Ashton, 2001). According to the Big Five model,
personality can be measured along the dimensions of Openness, Conscientiousness,
Extraversion/Introversion, Agreeableness and Neuroticism (Crocker & Luhtanen, 2003).
The two Big 5 personality traits that are most often associated with shyness are
introversion and neuroticism.
Introversion is a dislike for highly social environments and a preference for
solitude. Although shy individuals are uncomfortable in highly social environments and
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are often involved in solitary play, they have a strong desire to socialize (Asendorpf,
1990). Neurotic individuals are highly anxious and nervous particularly when they are
being evaluated (Schmidt & Rinolo, 1999). Neuroticism is also related to social problems
and difficulties (Crocker & Luhtanen, 2003). Strong theoretical and empirical links have
been drawn between neuroticism and shyness (Heiser, Turner, & Beidel, 2002; Schmidt
& Rinolo, 1999). This is because both shy and neurotic individuals have strong feelings
of anxiety and nervousness, and are preoccupied with their self-impression (Schmidt &
Rinolo, 1999). In addition, the personality factor of neuroticism is closely linked to the
temperamental trait of negative emotionality.
The relation between introversion and achievement appears to be dependent upon
the age of the participants, the type of program and the unique demands of the program.
Introversion has been found to be negatively related to achievement in middle school but
positively related to achievement in college (Diseth, 2003; Laidra, et al., 2007;
McKenzie, 1989). However, introversion also has been found to be negatively related to a
preference for oral exams among university students (Furnham, & Chamorro-Premuzic,
2005). Some studies have failed to find a significant relation between introversion and
achievement (Chamorro-Premuzic, & Furnham, 2003; Laidra, Pullmann & Allik, 2007;
Schmidt & Rinolo, 1999).
Two different theoretical arguments have been made to describe the relation
between introversion and achievement (Chamorro-Premuzic, & Furnham, 2003). One
argument states that extraverts are more confident and can outperform introverts. The
other states that introverts have better study habits than extraverts (Chamorro-Premuzic,
& Furnham, 2003).
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It has also been suggested that neuroticism might be negatively associated with
achievement (Chamorro-Premuzic, & Furnham, 2003; Crocker, & Luhtanen, 2003;
Laidra, Pullmann, & Allik, 2007). Neurotic individuals are extremely anxious and this
anxiety interferes with their performance in academic settings. However, in some cases
neuroticism was not related to achievement (Goff & Ackerman, 1992) or was found to be
positively associated with achievement (Diseth, 2003). In addition, IQ has been identified
as a possible moderator (McKenzie, 1989).
Individual traits are not the only possible moderators of neuroticism and
achievement. Type of school program or setting is an important factor to consider.
Introversion is positively linked to academic achievement in middle school, but
negatively linked to achievement in college (Laidra, et al., 2007). The relation between
neuroticism and achievement in a post-secondary setting is even more complex.
Neuroticism is negatively associated with achievement among applied college students,
but positively associated with achievement in university honours students (McKenzie,
1989). In addition, neuroticism is positively correlated with achievement among
psychology majors, but not correlated with achievement among philosophy majors
(Diseth, 2003). In addition, neuroticism among university students is negatively related
with a preference for oral examines and essays, positively related to a preference for
group work, coursework and final projects, and unrelated to a preference for multiple
choice (Furnham, & Chamorro-Premuzic, 2005). Neuroticism is beneficial to some postsecondary programs but not others because each program has unique demands and
requires unique skills and aptitudes (McKenzie, 1989). Therefore, the goodness of fit
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model needs to be taken into consideration when considering the relation between
neuroticism and achievement.
After examining selected moderators, the relation between neuroticism and
achievement is far from a simple negative correlation. Rather, this relation is highly
complex and actually positive in certain cases (Diseth, 2003). If neuroticism and shyness
are somewhat empirically associated and theoretically linked, then the relation between
shyness and academic achievement is most likely not a simple negative correlation
(Heiser, Turner, & Beidel, 2002). Instead, the complex nature of the relation between
neuroticism and achievement should suggest that the relation between shyness and
achievement could be of a complex nature.
In summary, temperament and personality have been somewhat linked to shyness.
The relation between academic achievement and certain temperamental traits such as
negative emotionality and approach as well as the personality factor of neuroticism can
help predict the nature of the relation between shyness and academic. However, negative
emotionality, withdrawal, and neuroticism are not completely synonymous with shyness
(Heiser, Turner, & Beidel, 2002). Research on academic achievement and temperament
and personality can not substitute for a lack of research on shyness and academic
achievement. There is a need to directly examine the relation between shyness and
academic achievement.
Shortcomings of Previous Empirical Research
This review of the literature concerning shyness and academic achievement has
revealed numerous gaps in the methodology that need to be addressed. In the following
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sections, these limitations are briefly reviewed, with a focus on how the present study
proposed to address these issues.
Over-reliance on teacher ratings. Previous studies of shyness and academic
achievement have rarely measured achievement directly through performance on
standardized tests. Instead, there has been a heavy reliance on teachers' ratings of
students' ability (Capara et al., 2000; DuPaul et al., 2004; Lerner et al., 1985; Skarpness
& Carson, 1987; Zimmerman, 1992). Teachers' ratings can offer insight into how
students appear to be doing with course material, or how well they display their skills to
their teacher. However, teachers' ratings of achievement may not be accurate predictors
of actual achievement. Some key examples of this is when teachers underestimated the
academic ability of reactive students (Lerner, et al., 1985) and when teachers
underestimated the intelligence of reticent children who were hesitant to play with others
(Gordon & Thomas, 1967).
Teachers' ratings of academic achievement could be influenced by students'
behaviour (Gordon, & Thomas, 1967). Teachers may have more negative views of
aggressive students, and more positive views of prosocial and well behaved students. In
the same regard, teachers may make biased judgments towards shy children. Previous
studies have shown that reticence in the classroom is negatively linked with teacher's
ratings of achievement (Gordon, & Thomas, 1967; Lerner et al., 1985; Skarpness &
Carson, 1987). Thus, teachers' may consider shy children's behaviour as evidence
towards a lack of understanding or comprehension of course material. Teachers may base
their ratings of academic achievement on behaviour exhibited in the classroom rather
than actual performance in academic subjects (Lerner et al., 1985; Martin, 1994). This
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measure of achievement should not be considered without also including a measure of the
teacher's perceptions of behaviour in the classroom.
Performance vs. competence. Even when academic achievement is not assessed
through teacher ratings, there may still be problems with the measure of achievement.
Although some assessments of achievement reveal problems in performance, these
findings may not indicate a delay or a problem in competence. For example, individually
administered tests may indicate that shy children have poorer academic achievement
compared to non-shy children. However, these results could also be due to the
performance anxiety that the shy child is experiencing. Therefore, individual
administered tests of achievement are not as accurate in measuring competence because
of performance anxiety that they cause. In addition, individual testing scenarios are less
like the testing environment that is typically experienced in school, so the results from
individually administered tests may not be generalizable to results from group
administered school tests. These critiques can lead to the suggestion that to accurately
measure academic competence and to more closely mimic school testing environments, a
group testing environment should be employed to assess academic achievement in shy
children. Group administered testing scenarios can also help to lower the performance
anxiety experienced by test takers (Crozier & Hostettler, 2003).
Use of extreme group approach. Finally, most research on shyness has taken an
"extreme group" approach. This methodology involves identifying participants who
scored in top 15% on the shyness measure as shy, and participants who scored in the
bottom 15% on the shyness measure as non-shy. A problem with this approach is the
validity of the groups being selected. The non-shy group may not be representative of
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non-shy populations, and instead may represent an extremely outgoing and social subset
of the general population (Spere et al., 2004). This argument may be especially relevant
when considering research on shyness and language. An extreme groups approach in this
instance may actually be comparing extremely shy individuals to extremely talkative and
gregarious individuals. Significant differences in measures of linguistic ability between
these two groups may not be indicative of a problem with language among shy
individuals. Instead, significant findings in these instances could be evidence of superior
language ability among extremely talkative and outgoing individuals (Spere et al., 2004).
The extreme groups approach also has a problem with subjectivity. Some studies
select the top 15% of shy individuals, whereas other works select the top 20% of shy
individuals. To date, there is not clear theoretical argument or empirical evidence to
determine what percentage could reveal the most accurate and realistic findings. To avoid
these problems with the extreme groups approach, shyness should be considered along a
continuum.
The Current Study
The current study examined the relation between shyness and academic
achievement in late elementary school children while attempting to account for some
shortcomings in the previous literature. Achievement was assessed in reading and math.
These domains were chosen because they have been the most examined in the literature.
Overall, shyness has been previously associated with poorer performance on language
tests (although many issues remain unresolved) whereas shyness has not typically been
associated with poorer math performance.
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As well as measuring multiple domains of achievement, the current study
measured academic achievement using both teachers' rating of achievement and
performance on a standardized test. Teachers' ratings of achievement are the most
common measure of academic achievement in the literature, and help to connect this
research to previous findings. However, teachers' ratings of academic achievement may
be biased and therefore standardized tests of academic achievement were also
administered. This measure taps directly into students' ability to achieve on a
standardized test of reading and math skills.
A possible bias in teachers' ratings of academic achievement was further explored
though the use of a newly developed measure. Teachers' ratings could be influenced by
teachers' perceptions of students' motivation, effort and behaviour towards school
(Gordon, & Thomas, 1967). Therefore, a measure of teachers' ratings of students'
academic oriented behaviour was constructed for the purposes of the proposed study and
was administered to teachers. Items on this measure drew upon previous studies
examining the relation between social skills, academic achievement and teacher rated
behaviors (Marjoribanks, 1978; Ruggiero, 2002).
In particular, the Classroom Performance Profile was drawn upon in creating
items for this measure. The Classroom Performance Profile (CPP) is a 20 item measure
which assessed student behaviors (i.e., works cooperatively), student skills (i.e., draws
shapes, patterns), and knowledge of academic subjects (i.e., knowledgeable in arithmetic)
(Crosby & French, 2002). Possible connections between teachers' ratings of students'
academic oriented behaviour and teachers' rating of academic achievement were
examined.
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Hypotheses. The primary purpose of this study was to explore the relations
between shyness and academic achievement. Academic achievement was assessed in two
ways, through teachers' ratings of achievement and through standardized test scores.
Teacher ratings were considered to be more strongly related to the performance
component of achievement, whereas standardized test scores were considered to be more
strongly related to the comprehension component of achievement. It was predicted that
teachers' ratings of academic achievement would be negatively related to shyness,
whereas standardized tests of academic achievement would have a weaker (and/or nonsignificant) relation with shyness. Moreover, the differences between measures of
academic achievement were predicted to vary at different levels of shyness. That is, it
was postulated that shyness would moderate the relation between teacher ratings of
achievement and standardized test scores. It was predicted that this relation would be
more pronounced at higher levels of shyness and weaker at lower levels of shyness. This
is because teachers' ratings were predicted to be most influenced by shyness, whereas
standardized test scores were predicted to be less influenced by shyness.
A secondary objective of the present study was to determine if the relations
between shyness and academic achievement varied across different subject areas. More
specifically, it was postulated that shyness would not be significantly related to
achievement in math, but that there would be a significant relation between shyness and
achievement in reading (particularly when considering teachers' rating scales).
Gender differences were also examined. Overall, girls were expected to achieve
higher in language and boys higher in math (Entwisle, Alexander, & Olson, 2007;
Preckel, Goetz, Pekrum, & Kleine, 2008). Moreover, a gender and shyness interaction
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effect in the prediction of outcomes was also expected. Shy males have been found to
have more social problems than shy girls (Rubin, Burgess & Coplan, 2002). This is
credited to the societal expectations on males. Shyness is much less socially desirable for
males than for females, and males may feel pressured to not be shy (Sadker & Silbur,
2007). If shy boys have more social problems than shy girls, then they may also have
more scholastic problems. Specifically, if teachers do not expect or tolerate shyness in
boys, then teachers' academic ratings of shy boys may be poorer than teachers' ratings of
shy girls. However, this look at gender in shyness and academic achievement was
exploratory in nature.
The final objective of the current study was to explore a possible mediator in the
relations between shyness and teachers' ratings of academic achievement. It was
predicted that teachers' ratings of academic achievement would be mediated by teachers'
perceptions of students' academic oriented behaviour. This is because teachers attribute
certain types of academic behavior as evidence of a motivation, productivity, and effort
(Gordon, & Thomas, 1967; Lerner et al., 1985). If a teacher believes one student is more
motivated and effortful than another student, the teacher may predict that the student
showing more motivation and effort will achieve more. Shy children may be highly
motivated, but the feelings of anxiety may inhibit them from displaying high levels of
motivation and effort in the classroom. In particular, shy children may resist participating
in classroom activities. Therefore, teachers may conclude that shy children are not highly
motivated or not appear to be making an effort. Thus, it was predicted that shyness would
no longer be associated with teacher-rated academic achievement when controlling for
teachers' ratings of children's academic behaviours.

Shyness and Academic Achievement 31
Method
Participants
Elementary school students in grades 4 to 6 (approximately 9 to 12 years of age)
were recruited for participation in the current study. School board approval was granted
by one rural school board in Nova Scotia and one rural school board in Prince Edward
Island. Within both school boards, 64 public elementary schools were contacted to
participate in the current study. A total of 7 schools (14 classrooms) agreed to participate.
This low response rate was likely due to two factors. To begin with, recruiting
unfortunately only took place quite late in the school calendar year. Many school
administrations felt it was too time consuming to commit to a study in April or later of
the school year. As well, Nova Scotia provincial government had just completed an
extension accreditation program in all public schools in Nova Scotia. Due to participation
in this accreditation program, many schools felt they were unable to participate in the
current study.
In total, 240 letters of informed consent were sent home to parents (and
guardians). Out of 240, a total of 150 students (62.5 %) received parental consent to
participate. On the day of data collection, n=T40 students with parental consent were
present and completed participation in the current study.
Parents were asked to supply basic demographic information including their
child's date of birth, gender and ethnicity as well as their level of education and the
primary language spoken at home (see Appendix A). Parents were also asked for
information regarding any learning disabilities or major health problems that their child
may have.
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The final sample included 65 boys and 74 girls and was relatively evenly
distributed across grades (n=30 in Grade 4, n=44 in Grade 5, n=66 were in Grade 6).
Overall, 93 participants lived in Prince Edward Island and 47 lived in Nova Scotia. In
total, 120 participants (86%) of the sample was Caucasian, 3 (2%) identified as
Aboriginal, one participant identified as Asian, one participant identified as Arabian, one
participant identified as Black and 14 (10%) identified as other or chose not to answer the
question.
The parental education of the sample characterized a rural, working class sample.
Approximately 4% of mothers had elementary education, 30% had a high school
education, 41% attended community college, 17% attended university, and 6% attended
graduate school. In contrast, about 14% of fathers had elementary education, 35% had a
high school education, 37% attended community college, and 8% attended university. No
fathers indicated that they had attended graduate school. Educational data was missing
for 3(2.1%) mothers and 9 (6.4%) fathers. An average level of parental education was
computed and used as a control variable.
Measures
Academic achievement. Academic achievement was measured in two ways. First,
teachers rated their perception of students' academic ability on a 7-point Likert scale (see
Appendix D). Following previously established protocols, this scale consisted of two
items, measuring teacher perception of ability in language and mathematics (Caprara et
al., 2000; DuPaul et al., 2004; Zimmerman, 1992). Response alternatives ranged from 1
(ability is extremely below average) to 7 (ability is extremely above average).
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In addition, the Test of Academic Performance (Adams, Erb & Sleslow, 1989;
Buros Institute, 1998) was employed to assess performance in language and mathematics.
This is a group administered test, and can be administered any grade level from
kindergarten to grade 12. This is a standardized measure which includes spelling, math,
reading and writing subscales (Adams et al., 1989). For the current study, only the
reading comprehension and math subtests were administered. The reading comprehension
subtest required participants to read two passages and answers questions about what they
read. Participants answered 4 items per story for a total of 8 items on this subtest (Adams
et al., 1989). The math subtest required participants to compute equations to calculate the
correct answer (45 questions on this sub-test). Participants had 6 minutes to complete the
reading comprehension subscale and 10 minutes to complete the math subscale. Raw
scores on these measures were standardized and then scaled for the appropriate grade
level (Adams et al., 1989). The standardized scores of each subscale have a mean of 100
and standard deviations of 15. A review of this measure determined it to be a good
abbreviated measure of the Wide Range Achievement Test 3 (Buros Institute, 1998).
Shyness. Shyness was assessed using the Children's Shyness Questionnaire (CSQ,
Crozier, 2005 - see Appendix C). The CSQ scale is a self-report measure that contains 25
items and participants are instructed to respond with "yes" "no" or "sometimes" to each
item. Some same items are, "I am easily embarrassed," "I am usually quiet when I am
with others," and "I feel nervous about joining a new class." Higher scores indicate
higher levels of shyness. The maximum score possible is 50, but ranges are typically
between 4 and 45 with a mean of 23 (Crozier, 1995). Reliability of this measure is strong
with a Cronbach's a of 0.82 (Crozier, 1995). When the internal consistency of the
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Children's Shyness Questionnaire was examined in the current study, it was found to
have a Cronbach's Alpha of .84. This measure has become a very common assessment of
shyness in children (D'Souza & Singh, 1999; Rubin, Burgess & Coplan, 2002; Spooner,
Evans & Santos, 2005).
Non-verbal IQ. A non-verbal subtest of the Canadian Cognitive Abilities Test
(Thorndike Hagen & Wright, 1998) was employed to assess high functioning abilities.
Previously, IQ has been related to achievement (MacKenzie, 1989) and therefore IQ
should be measured and taken into account when considering its influence on
achievement (Crozier & Rubin, 2002). This subtest of the Canadian Cognitive Abilities
Test was selected because it is a well known and commonly used measure (Randhawa,
Hunt & Rawlyk, 1974; Sabatini, 2003; Westbury, 1999). In addition, the particular
subtest selected was quick to administer and appropriate for all grade levels in the study
(Thorndike et al., 1998). Therefore, this measure was a good choice when considered for
both theoretical and practical reasons. The non-verbal subtest contained 25 items that
examined pattern identification skills. Each question presented 3 geometric figures that
were similar in some way (Thorndike et al., 1998). Participants were asked to think about
how the 3 figures were similar, and then select one of five geometric figures as the fourth
shape that fits with the original three. Participants were given 10 minutes to complete the
25 items (Thorndike et al., 1998).
Teachers 'perceptions of academic-oriented behaviour. This newly developed
scale assessed teachers' perceptions of the students' preparation, interest and effort
towards school. Teachers were asked to respond to 10 items by selecting among "Never"
"Sometimes" "Often" and "Always." (see Appendix E). Example items are "Completes
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assignments in timely fashion," "Comes prepared with appropriate materials," "Listens
attentively," and "Works well in groups."
The scale is an adaptation of the Classroom Performance Profile, a measure used
to examine the teacher rated student behaviors (Crosby & French, 2002; Ruggiero, 2002).
The Classroom Performance Profile (CPP) was created using focus group testing among
educators. The CPP asked teachers to answer 20 items by rating them on a 4 point Likert
scale. These items assessed behaviors, skills and knowledge in children grades K-3
(Crosby & French, 2002). Psychometric testing of this measure indicated strong internal
consistency for 3 factors with Cronbach's alphas ranging from .90 to .95 and a strong
overall internal consistency with a Cronbach's alpha of .97. In addition, this measure was
strongly correlated with standardized measures of math and reading (Crosby & French,
2002). Additional research with the CPP found a strong relation between the CPP and
standardized measures of math, reading and a measure of social skills (Ruggiero, 2002).
Construction of the Teachers' Perceptions of Academic Oriented Behaviour
measure drew upon some of the behavioral items of the CPP (i.e., "Listens
appropriately," "Work cooperatively with others") but did not include any skill related
items (i.e., "Skill in drawing shapes, patterns") or knowledge related items (i.e.,
"Knowledge of arithmetic"). In addition, more internal items (i.e., "Accepts
responsibility") that were not specifically behavioral were omitted and items specific to
certain age groups (i.e., "Enjoys being read to") were omitted. In addition to drawing
upon items on the CPP, the Teachers' Perceptions of Academic Oriented Behaviour
consisted of new participation related items (i.e., "Raises hand in class") to bring the total
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items to 10. Factor analysis and preliminary psychometric properties for this newly
developed measure are presented later in the Results section.
Procedure
School board officials in public school boards in the Nova Scotia, Prince Edward
Island and New Brunswick were contacted. Approval was obtained by one school board
in rural Nova Scotia and one school board in Prince Edward Island. After school board
approval was obtained, letters were emailed to principals within these school districts. In
many cases, principals met with teachers to discuss participation in the current study.
After principals had granted approval for their school to participate, letters of informed
consent were sent home to parents and guardians (see Appendix A). Parents and
guardians were asked to read a letter describing the study and indicate whether or not
they permitted their child to participate. If they permitted their child to participate,
parents and guardians were asked to answer questions regarding demographic
information (such as child's age, ethnicity, grade level and parents' level of education)
(See Appendix A).
Group interviews with children were conducted by the primary researcher and one
assistant. At each school, all students in grades 4, 5 and 6 participated as one large group
concurrently. The time and day of data collection was determined by the individual
school. On the day of data collection, the primary researcher presented teachers with a list
of students with parental consent, and those students were removed from the classroom.
Group interviews took place in school libraries or computer labs.
Participants were given pencils and booklets containing the Children's Shyness
Questionnaire, the math and reading comprehension subscales of the Test of Academic
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Performance and the Non-verbal subtest of the Canadian Cognitive Abilities Test.
Students were given grade appropriate booklets which contained grade appropriate test
items. The primary researcher gave a brief introduction to participants which was a
prepared speech and was identical at each school and then guided participants through the
completion of the four measures (see Appendix F).
Once group interviews with students were completed, classroom teachers were
presented with copies of the Teachers' Ratings of Achievement and Teachers'
Perceptions of Academic-Oriented Behaviour (Appendices E & F) for each student in
their class who had obtained parental consent. Prior to presenting these forms to the
teachers, the primary researcher had written the names of each student on the forms.
These forms were presented to teachers along with a stamped envelope address to the
primary researcher. Teachers were instructed to complete the forms at a time convenient
to them and then mail the package to the primary researcher. The order of the two
measures was counterbalanced, with half of the teachers receiving the Teachers' Ratings
of Achievement first and half receiving the Teachers' Perceptions of Academic Oriented
Behavior first in their packages. Thirteen of the 14 teachers successfully returned their
packages to the primary researcher. Therefore, Teachers' Perceptions of Academic
Oriented Behaviour and Teachers' Rating Scales information was obtained for 128
students out of the 140 students who successfully completed group interviews.
Results
Preliminary Analyses
Missing data. Missing data on the Children's Shyness Questionnaire was
prorated. Due to the nature of the math and reading comprehension subscales of the Test
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of Academic Performance, missing data in the form of unanswered questions are
interpreted as incorrect responses. Similarly, unanswered items on the nonverbal subtest
of the Canadian Cognitive Abilities Test are interpreted as incorrect responses.
Descriptive statistics. Table 1 displays descriptive statistics for all measures. Of
particular note were the relatively low standardized scores on the math and reading
comprehension subscales of the Test of Academic Performance. As mentioned
previously, these subscales have been normed to have a mean of 100 and standard
deviations of 15 (Adams et al., 1989). Therefore, the sample in the current study
performed, on average, one standard deviation below the mean.
Testing of assumptions. The assumptions for a multiple regression (e.g.
independence, homodasticity, order and normality) were examined. Scatter plots were
constructed to examine homodasticity and order effects. Results indicated that all
assumptions appeared to be met and all variables conformed to normal distributions with
the exception of the measure of academic oriented behaviour. Academic oriented
behaviour had a significant kurtosis level of-1.025 which was more than 2 times the
standard error of kurtosis (Tabachnick & Fidell, 2007).
Accordingly, a square root transformation was performed on the measure of
academic-oriented behaviours. After this transformation was completed, assumptions for
this variable were examined and all assumptions were met including kurtosis.
Some outliers did emerge in the data. For example, there were some cases of extremely
low scores on the shyness questionnaire and extremely high scores on the math test.
Studentized deleted residuals were computed for each hierarchical regression in the main
analysis of the current study. These cases had large studentized deleted residuals and
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Table 1. Descriptives for all independent, dependent variables and covariates.

Variable

N

Min

Max

Mean

SD

Shyness
Math-Test

Skewness Kurtosis

140

1

39

17.58

8.41

.428

-.469

140

60

120

83.39

13.80

.281

-.607

Reading-Test 139

55

112

89.49

11.37

-.718

.438

Math-

128

1

7

4.42

1.34

-.560

.070

ReadingTeachers

128

1

7

4.31

1.30

-.383

-.292

Non-Verbal

140

0

25

14.44

6.52

-.376

-.921

AcademicBehaviours

128

16

40

31.80

6.82

-.365

-1.052

AcademicBehaviours

128

4

6.32

5.60

0.63

-.519

-.812

Note. Shyness = Children's Shyness Questionnaire, Math-Test = Standardized Math Test,
Reading-Test = Standardized Reading Comprehension Test, Math-Teachers = Teacher
Rated Math Ability, Reading-Teachers = Teacher Rated Reading Ability, Non-Verbal =
Non-Verbal IQ, Academic-Behaviours = Teachers' Perceptions of Academic Oriented
Behaviour, Academic-Behaviour = Teachers' Perceptions of Academic Oriented
Behaviour (after Square Root Transformation)
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visually inspections of Q-Q plots and Cook's Distance indicated that these cases were
outliers. Following procedures outlined by Tabachnick and Fidell (2007), after running
all analyses, all significant and influential outliers were removed from the data and all
analyses were run again. Although there were some differences in the R values of
hierarchical regressions, the overall outcome of the analyses did not change and the
outliers did not affect any significant outcomes of the overall study. Therefore, the main
analysis results reported were the results found with the outliers retained in the sample.
Factor analysis ofTPAOB. A factor analysis (employing principal components
extraction) for the Teachers' Perceptions of Academic Oriented Behaviour (TPAOB) was
conducted. As predicted, only one factor emerged (with an Eigenvalue of 7.42 and
accounting for 74% of the variance). Factor loadings ranged from .71 to .92. Therefore,
all items were retained for the main analysis of this study. The final scale had strong
internal consistency, with a=.96.
Associations between Variables
Correlations among demographic variables and all study measures are displayed
in Table 2. There were some significant associations between demographic variables and
the achievement measures. However, results indicated that none of the demographic
variables were significantly related to shyness. Therefore, it was determined that no
demographic variables (such as parental education) needed to be controlled for in
subsequent analyses.
Correlations among all other study variables are displayed in Table 3. Among the
results, all measures of achievement were highly correlated with one another. As well,
measures of achievement were highly correlated with nonverbal IQ.

Shyness and Academic Achievement 41
The newly developed teacher-rating scale score of perceptions of children's
academic oriented behaviour was also significantly correlated with all measures in the
expected directions. For example, academic-oriented behaviour was positively related to
both teacher-rated and standardized test scores of math and reading, and negatively
related to child self-reported shyness. Finally, shyness was not related to nonverbal IQ.
However, shyness was significantly and negatively related to all measures of
achievement with the exception of standardized testing of reading comprehension.
Hierarchical Regression Analyses
The main objective of this study was to determine the relations between shyness
and academic achievement. It was predicted that shyness would be more strongly related
to some measures of academic achievement than to others. A secondary objective was to
assess possible gender differences in the relation between shyness and achievement.
In order to assess these predictions, separate regression analyses were conducted to
predict each assessment of academic achievement. For each equation, the control variable
of nonverbal IQ was entered at Step 1. In Step 2, standardized scores for shyness and
gender were entered. In Step 3, the interaction term for Shyness x Gender was entered.
Math test scores. The first hierarchical regression examined the predictive ability
of shyness on math test scores. The results of this regression are summarized in Table 4.
Shyness was a significant predictor (negative relation) of math test scores even after
nonverbal IQ is taken into account. The shyness by gender interaction was not
significant, indicating that the relation between shyness and math test scores did not
differ for boys versus girls.
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Table 2. Correlations between Demographic Variables and Study Variables.

Age

Gender

Shyness

-.001

.119

-.039

Math-Test

-.106

.226**

.247**

Reading-Test

.235**

.100

.145

Math-Teachers

.064

.196*

.196*

Readings-Teachers

.096

.303**

.269**

Non-Verbal

.150

.251**

.243**

Academic-Behaviour

-.062

.407**

.264**

Parental Education

Note. Shyness = Children's Shyness Questionnaire, Math-Test = Standardized Math Test,
Read-Test = Standardized Reading Comprehension Test, Math-Teachers = Teacher Rated
Math Ability, Read-Teachers = Teacher Rated Reading Ability, Non-Verbal = NonVerbal IQ, Academic Behaviours = Teachers' Perceptions of Academic Oriented
Behaviour.
*p<.05.
**p<.01.
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Table 3. Correlations between all independent variables, dependent variables and
covariates.

Shyness

Math

Reading

Math

Reading

Non

Academic

Test

Test

Teachers

Teachers

Verbal

Behaviours

-.244**

-.109

-.378**

-.235**

-.144

-.260**

.275**

.700**

.588**

.533**

.658**

-

419**

.484**

.336**

.355**

.859**

.632**

.698**

-

.607**

.722**

-

.507**

Math-Test
Reading-Test
Math-Teachers

-

Reading-Teachers
Non-Verbal

Note. Shyness = Children's Shyness Questionnaire, Math-Test = Standardized Math Test,
Reading-Test = Standardized Reading Comprehension Test, Math-Teachers = Teacher
Rated Math Ability, Reading-Teachers = Teacher Rated Reading Ability, Non-Verbal =
Nonverbal Scale of the Canadian Cognitive Abilities Test, Academic Behaviours =
Teachers' Perceptions of Academic Oriented Behaviour.
**p<01.
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Table 4. Hierarchical regression analyses predicting standardized math scores
Variables Entered
Step 1

R2
.284

F

AR2

AF

.153
.328

p

54.29***

Non-Verbal
Step 2

SE

21.95***

.044

.153***

4.43*

Shyness

.119

Gender

2.034

.130

.237

-.307

Step 3

.328
Shyness x Gender

* p< .05
** p<.01
***p<.001

16.38***

.000

-.191**

.10
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Reading test scores. The second hierarchical regression assessed the predictive ability of
shyness and gender on the standardized reading comprehension scores. The results of this
regression are summarized in Table 5. Results indicated that neither shyness nor gender
were significant predictors of standardized reading comprehension scores once nonverbal
ability was taken into account. In addition, there was no significant interaction between
shyness and gender in predicting reading scores.
Teacher-rated math. The third hierarchical regression examined the predictive
ability of shyness on teacher rated math ability. The results of this regression are
summarized in Table 6. Shyness was a significant predictor of teacher rated math ability,
scores even after nonverbal ability was taken into account. There was no significant
gender by shyness interaction.
Teacher-rated reading. The fourth hierarchical regression examined the
predictive ability of shyness on teacher rated math ability. The results of this regression
are summarized in Table 7. Shyness was a significant predictor of teacher rated reading
ability once nonverbal ability was taken into account. Again, there was no significant
interaction between shyness and gender as predictors of teacher rated reading ability.
In summary, three of the four hierarchical regressions found shyness to be a significant
predictor of academic achievement after controlling for both gender and non-verbal IQ.
Shyness was not a significant predictor of reading test scores. There were no significant
shyness by gender interaction terms in any of the four models.
Comparison of associations. To determine if the relations between shyness and
achievement differed across assessments, the magnitudes of specific regression
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Table 5. Hierarchical regression analyses predicting standardized reading comprehension

Variables Entered

R2

Stepl

.113

F

AR2

AF

.141
.118

p

17.34***

Non-Verbal
Step 2

SE

5.95**

.004

.336***

.337

Shyness

.112

-.066

Gender

1.928

.028

.222

-.592

Step 3

.139
Shyness x Gender

** p<.01
***p<.001

5.35**

.021

.3.26
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Table 6. Hierarchical regression analyses predicting teacher rated math scores
Variables Entered

R2

Step 1

.399

F

AR2

AF

82.99***

Non-Verbal
Step 2

SE

.014
.491

39.52***

.092

.632***

11.09***

Shyness

.010

-.308**

Gender

.180

.091

.021

-.035

Step 3

.491
Shyness x Gender

***p<.001

29.41***

.000

.02
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Table 7. Hierarchical regression analyses predicting teacher rated reading scores

Variables Entered

R2

Step 1

.369

F

AR2

AF

SE

73.07***

Non-Verbal

.014

.530***

Shyness

.011

-.200**

Gender

.184

.194

.022

-.025

Step 2

.431

Step 3

.431
Shyness x Gender

** p<.01
***p<.001

31.10***

23.14***

.062

.000

6.76**

.01
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coefficients were compared. Essentially, this compared the slopes of the regression lines
for each measure. The calculation required to do this is similar to Mest, which measures
the differences in/?'s divided by the standard error. All possible pairwise comparisons
were computed (i.e., 6). The t values for these pairwise comparisons are presented in
Table 8. Only two significant pairwise comparisons were found. Contrary to predictions,
shyness was a significantly stronger predictor of teacher-rated math than teacher-rated
reading. Shyness was also significantly stronger predictor of teacher-rated math than test
scores of reading comprehension. Taken together, these analyses indicated that shyness
was a stronger predictor of teacher-rated math than either of the measures of reading
ability.
Mediation Analyses
The goal of the next set of analyses was to assess the mediating role of academic
oriented behaviour in the relations between shyness and teacher-rated achievement.
Baron and Kenny (1986) outlined a test for mediation. First, it must be determined that
all variables are related with one another. Then, if these conditions are met, the relation
between the predictor and outcome variables is computed controlling for the mediating
variable.
To determine if all variables are related, three regressions must be computed. The
first regression is between the possible mediator and the independent variable (academic
oriented behaviour and shyness); the second regression is between the possible mediator
and the dependent variable (academic oriented behaviour and teacher rated achievement);
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Table 8. Pairwise comparisons between standardized ps of shyness as a predictor of
academic achievement

Pairwise Comparison

t

Math-Test vs. Reading-Test

-0.76

Math-Test vs. Math-Teachers

0.98

Math-Test vs. Reading-Teachers

0.08

Reading-Test vs. Math-Teachers

2.15*

Reading-Test vs. Reading-Teachers

1.19

Math-Teachers vs. Reading-Teachers

-7.26**

Note. Math-Test = Standardized Math Scores, Reading-Test = Standardized Reading
Comprehension Scores, Math-Teachers = Teacher Rated Math Ability, Reading-Teachers
= Teacher Rated Reading Ability.
* p<.05
**p<.01
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and the third regression is between the dependent and independent variables (teacher
rated achievement and shyness).
To determine if academic-oriented behaviour mediates the relation between
shyness and teacher-rated achievement, the relevant/Ts for shyness from two regressions
must be compared. The first examined the relation between the predictor and outcome.
For this regression, the control variable of nonverbal ability was entered at step 1 and
shyness was entered at step 2. The second regression examined this relation while
controlling for the mediator. In this regression, the control variable of nonverbal ability
was entered in step 1, academic oriented behaviour was entered in step 2, and shyness
was entered in step 3. This process was computed twice, once for teacher-rated math and
once for teacher-rated reading.
Math ability. Relations among shyness, academic oriented behaviour, and teacher
rated math ability are summarized in Figure 1. All were significantly related to one
another. In the model which examined shyness as a predictor of teacher rated math
ability, shyness was a significant predictor (J3= -.293,/?<.001 SE = .010). In the model
which controlled for academic-oriented behaviour, shyness remained a significant
predictor of teacher rated math ability {ft= -.206, /K.001, SE=.009), but the magnitude of
this relation was somewhat reduced. When these two /Ts were compared, the computed tscore was significant (t=-6.47, p<.001). This indicates that academic-oriented behaviour
partially-mediated the relation between shyness and teacher rated math ability.
Reading ability. Relations between shyness, academic-oriented behaviour, and
teacher rated reading ability are summarized in Figure 2. All were significantly related to
one another. In the model which examined shyness as a predictor of teacher rated reading
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Figure 1.

Teachers" Perceptions
of Academic Orieoted

P=-191a

dsldfisfi &

Shyness
Questionnaire

'*= J ® * * *

P=.-„293*
Teachefs Ealing
Scale, Maffa

Figure 1. Examining the mediating role of the Teachers' Perceptions of Academic
Oriented Behaviour in regards to the relation between the Children's Shyness
Questionnaire and the Teachers' Rating Scale for math. Controlling for nonverbal ability.
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Figure 2.

Teadbets* Perceptions
of Academic Oriented
Behaviour

P--.191*

Cfcldirerfs
Shyness

Questionnaire

S =.557***

< = .-.W

Teacher's Rating
Scale. Reading

Figure 2. Examining the mediating role of the Teachers' Perceptions of Academic
Oriented Behaviour in regards to the relation between the Children's Shyness
Questionnaire and the Teachers' Rating Scale for reading. Controlling for nonverbal
ability.
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ability, shyness was a significant predictor {fi = -.169,/?<.05 SE = .011). In the model
which controlled for academic-oriented behaviour, shyness was not longer a significant
predictor of teacher rated reading ability (/£=-.066, ns, ££=.009). When these two /?'s
were compared, the computed f-score was significant (/=-7.25, p<.001). This indicates
that academic-oriented behaviour completely mediated the relation between shyness and
teacher rated reading ability.
Moderating Analyses
The final set of analyses was to determine if shyness moderated the relations
among different measures of academic achievement. It was hypothesized that the
relations between teacher ratings and standardized test scores would be stronger at lower
levels of shyness and weaker at high levels of shyness. This prediction was examined by
conducting a hierarchical regression analyses with standardized math test scores serving
as the dependent variable. Nonverbal ability was entered as a control variable in step 1.
The "main effect" variables of shyness and standardized test scores were entered at Step
2, followed by the interaction term (shyness x teacher-rated achievement) at Step 3. Two
separate regressions were conducted, one for achievement in math and one for
achievement in reading.
Math ability. The relation between teacher rated math ability and standardized
math scores as a function of shyness was examined through a hierarchical regression.
Results are displayed in Table 9. The F-change at Step 3 was not statistically significant;
indicating that the interaction term of shyness by teacher rated math ability was not
significant predictor of standardized math scores.
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Table 9. Hierarchical regression analyses examining an interaction between shyness and
teacher rated math ability as predictors of standardized math scores.

Variables Entered

Rz

Step 1

.399

AIT

AF

83.65 * * *

Non-Verbal
Step 2

P

.632***
.627

69.54***

.228

37.95***

Shyness

215***

Math-Teachers

4^7***

Step 3

.627

35.68***

Shyness x Math-Teachers

Note. Math-Teachers = teacher rated math ability.
***p<.001

.000

.062
.085
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Table 10. Hierarchical regression analyses examining an interaction between shyness and
teacher rated reading ability as predictors of standardized reading comprehension scores.
Variables Entered

R2

F

Step 1

.369

73.07***

AR2

AF

Non- Verbal
Step 2

p

.607***
.479

37.73***

.110

13.02***

Shyness

.150*

Reading-Teachers

.305***

Step 3

.486

26.00***

Shyness x Reading-Teachers

Note. Reading-Teachers = teacher rated reading ability.
* p<.05
***p<.001

.006

1.51
.623
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Reading ability. Results for reading ability are summarized in Table 10. Again,
the F- change at Step 3 was not significant; indicating that the interaction term of shyness
by teacher rated reading ability was not significant predictor of standardized reading
comprehension scores.
In summary, no significant interaction terms were found when considering math
or reading. Therefore it was concluded that the relation between teacher rated
achievement and standardized test scores did not vary as a function of shyness.
Discussion
The goal of this study was to explore the relation between shyness and four
measures of academic achievement in childhood. In addition, this study aimed to examine
the mediating role of the academic oriented behaviour on the relation between shyness
and teacher rated achievement. The current study predicted that shyness would be
negatively related to all measures of academic achievement. Shyness was predicted to be
more strongly related to teachers' rating of achievement than to standardized test scores.
In addition, shyness was predicted to be a moderator of the relation between teacher rated
achievement and standardized test scores. Finally, academic oriented behaviour was
predicted to be a mediator of the relation between shyness and teacher rated achievement.
Overall, results provided mixed support for the hypotheses. Shyness was found to
be negatively related to three measures of academic achievement. However, shyness was
not more strongly related to teacher ratings of achievement than to standardized tests
scores in the same academic subject. In addition, shyness did not moderate the relation
between teachers' ratings achievement and standardized test scores. Most importantly,
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academic oriented behaviour was found to be a mediator of the relation between shyness
and teacher rated achievement.
Shyness and Achievement
Overall, shyness displayed a negative relation with academic achievement.
Shyness was negatively related to both measures of teacher-rated achievement and one
measure of standardized testing. In general, these results provide support for previous
theoretical claims that shyness may be a risk factor for poorer academic achievement
(Brodsky, 1936; Craig, 1922; Dealy, 1923; Richards, 1921; Uger, 1938). These results
are consistent with the few other empirical findings indicating that shy children display
poorer academic performance (Chen et al., 2004; Crozier, 1995; Martin, 1994).
Results which indicated shyness was negatively related to teacher-rated reading
ability are consistent with previous studies linking reticence with lower teachers' ratings
of achievement (Chen et al., 2004; Lerner et al., 1985; Martin, 1994) and shyness with
poorer language skills (Evans, 1993; 1996). This indicates that shy children may receive
lower teacher ratings of reading ability. However, shyness was not significantly related to
standardized reading comprehension scores. This finding is not supported by previous
research which has reported relations between shyness and language (Asendorpf, 1994;
Asendorpf & Meier, 1993; Crozier & Perkins, 2002; Evans, 1993; 1996). An explanation
could be that the relation between shyness and language is limited to certain aspects of
language ability (Spere, et al., 2004). Therefore, this lack of relation could be due to the
type of language ability that was assessed through the standardized reading
comprehension test.
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Previous research on shyness and language has typically assessed language skills
such as vocabulary skills, or speech production. Reading comprehension was not
previously examined among shy populations. Therefore, the type of linguistic skills
required to complete this measure may be different than the type of linguistic skills
needed to complete other assessments of language ability. For example, this measure
tapped into expressive and receptive language ability, whereas other measures of
language achievement only measure one. Therefore it is possible that shy children may
not experience as much impairment with the skills required to complete reading
comprehension measures as compared to skills needed to complete other types of
language assessments. Reading comprehension was chosen as a language measure for the
current study, because group administration was possible. Future work could attempt to
examine other types of language skills in shy children which have been previously used
on shy populations.
Another possibility is that this finding could be due to group administered nature
of the measure. Crozier and Hostettler (2002) proposed that shy children appear to
perform significantly poorer than non-shy children on measures of language ability
because of a problem with performance, not competency. Shy children feel very nervous
in testing environments, and when they feel they are the centre of attention (Crozier &
Hostettler, 2002; Crozier & Perkins, 2003). Therefore, individual testing environments
may make shy children extremely anxious and unable to perform to their full potential.
However, when measures of language ability are administered in a group setting, this
performance anxiety is minimized, and Crozier and Hostettler (2002) found that shy
children do not perform significantly different from non-shy children. The current study
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employed a standardized reading comprehension measure which was administered in a
group setting. Therefore this result appears support the finding Crozier and Hostettler
(2002).
Results also indicated that shyness was negatively related to both teacher-ratings
and standardized tests of math ability. In addition, shyness was more strongly related to
teacher ratings of math than to either measure of reading. These were both unexpected
findings, because no previous research has indicated a relation between shyness and math
achievement (Crozier & Hostettler, 2003). However, this may be due to a lack of research
focusing on shyness and math achievement. Therefore, this could be a novel finding with
regards to shy populations. Future implications of this finding could explore this relation
further by examining different age groups and other measures of math achievement.
Another possible explanation for the unconventional findings with regards to
shyness and math could due the demographics of the sample. The participants in the
current study were elementary children from rural areas of Nova Scotia and Prince
Edward Island. According to Statistics Canada (2003), these areas typically perform
lower than Canadian means on standardized measurements of achievement. Over the last
ten years, both Prince Edward Island and English Nova Scotia student achievement levels
have been consistently lower than the average Canadian achievement level (Statistics
Canada, 2003). These provincial performance levels could be due to numerous cultural
influences, such a lack of educational funding, teacher strain, class size and socioeconomic which have all be mentioned by Statistics Canada (2003).
Aside from regional location, socio-economic status may have a large impact on
the sample in the current study. This sample was largely working class, as indicated by
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parental education. Working class and low-income families are at a greater risk for poorer
academic achievement (Entwisle et al., 2007; McLoyd, 1998; Ramsey, 1988; Ruggiero,
2002). Educational research has suggested that socioeconomic status is related to
academic achievement, even when IQ is controlled for (McLoyd, 1998; Ruggiero, 2002)
This extra strain on low-income students can lower achievement scores for a whole
community.
In addition, low-income conditions may lead to a 'lack of resources' effect.
According to Boyce and colleagues (1998), a lack of resources puts extra strain on all
members of a community, and can have especially detrimental effects on behaviorally
inhibited or shy members of a community. Shy children face additional challenges
because they utilize less constructive coping strategies and are less able to respond
positively to stressful environments (Eisenberg, 1995; Ramsey, 1988).
This theory has been examined in research with non-human primates (Boyce,
O'Neill-Wagner, Price, Haines & Suomi, 1998). When behaviorally inhibited primates
are placed in a confined area with a lack of resources, they experience more injuries than
non-behaviorally inhibited primates. However, when there is abundance of resources and
space, behaviorally inhibited primates do not differ from non-behaviorally inhibited
primates (Boyce et al., 1998).
This suggests that when students experience a 'lack of resources' effect, shy
children experience a greater disadvantage than their non-shy counterparts. Therefore, if
all elementary students in Atlantic Canada face extra challenges compared to average
Canadian students, this additional strain could have a unique impact on shy children.
Therefore, this theory may explain why a significant relation between shyness and math
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achievement was found in this sample, when it has not been found in samples which are
more economically privileged (Crozier & Hostettler, 2003).
The findings with regards to standardized math scores do not support Crozier and
Hostettler (2003) in terms of the performance versus competence debate. In contrast to
the findings regarding reading comprehension, the results regarding math indicate that
even after performance problems are controlled for through group administration,
shyness was significantly and negatively related to standardized math scores. This
indicates that the relation between shyness and math was due to more than just a
performance problem, and that shyness may be related to a competence problem in
mathematics.
The results regarding the relation between shyness and standardized measures of
achievement are mixed. Shyness was negatively related to standardized math scores, but
not related to standardized reading comprehension scores. On possible explanation for
this differentiation could be due to the nature of how these academic subjects are learned
and accessed in childhood. For example, the beginning stages of reading are typically
learned privately at home, whereas the basis for mathematics are typically taught publicly
at school. This difference in terms of learning environment may impact how children
engage with an academic subject. In addition leisure activities more commonly involve
components of reading comprehension than math. It is possible that children may be
familiar with building reading comprehension skills in informal settings. In contrast,
mathematical activities may be restricted to the classroom, and therefore children may be
only familiar with math in very formal settings. This familiarity to reading
comprehension may help shy children to not feel as anxious towards reading activities at
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school, as compared to math activities at school. However, this ideas are purely
speculative and would need to be explored in future research examining the relation
between familiarity with subject content and achievement.
Finally, this initial analysis found that all measures of academic achievement were
correlated with the nonverbal ability measure. This supports previous findings which
have found that IQ is related to achievement (Asendorpf, 1994; Chen et al., 2004; Crozier
& Perkins, 2002; Ruggiero, 2002). This finding implies that children with higher IQ
scores are more likely to score higher on measure of academic achievement. In addition,
shyness was not related to nonverbal IQ. This indicates that shy children do not differ
from non-shy children in terms of intelligence (Kagan, 1984). Therefore, shy children
have the same level of intellectual potential as their non-shy peers. Any relation between
shyness and academic achievement would therefore not be due to a relation between
shyness and IQ. To guarantee this assumption, nonverbal IQ was controlled for in all of
the analyses in the current study. Significant negative relations between shyness and
academic achievement found in the current study indicate that despite having equal
intellectual potential, children high in shyness do not performance as well as children low
in shyness in terms of academic achievement.
Moderating role of shyness? Shyness did not moderate the relation between
teacher-rated achievement and standardized test scores. This indicated that the relation
between teacher ratings and standardized test scores were the same for children higher in
shyness and children lower in shyness. In some ways, this can be interpreted as an
encouraging finding for the adjustment of shy children at school in that teachers do not
appear to be underestimating the academic ability of shy students. Therefore, this does
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not support previous research which suggests that teachers underestimate the academic
abilities of shy children (Caprara et al., 2000; Gordon & Thomas, 1967; Lerner, 1985). In
fact, this study found that teachers' ratings of achievement were much synchronized with
levels of achievement as measured through standardized tests of achievement. An
explanation for these results could be that the increased research attention on shyness has
increased the general public's awareness of shyness. For example, Arbeau and Coplan
(2007) found that teachers perceived shyness as a problem and were more likely to
intervene with shyness than most other antisocial behaviours. Therefore, teachers may
actively attempt to build stronger relationships with shy students and to not underestimate
the abilities of shy children in their classroom (Coplan & Arbeau, 2008; Evans, 2001).
Role of gender. No shyness by gender interactions were founding predicting
academic achievement. This means that the relation between shyness and academic
achievement was consistent across genders. This implies that shy boys and shy girls face
the same academic obstacles despite the gender differences that may exist in regards to
academic achievement. This finding has positive implications, as it indicates that
although shy boys may experience more social difficulties than shy girls, they do not
experience more scholastic difficulties than shy girls (Eisenberg et al., 1995; Rubin,
Burgess & Coplan, 2002). An explanation could be that although shy boys are treated
differently than shy girls in term of social acceptance (Rubin et al., 2002), shy boys and
shy girls may be treated equally in terms of academic opportunities and consequences.
For example, if a shy boy and a shy girl both choose to not participate in a class activity,
the consequence will be the same for both of them on an academic level.
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Teachers' Perceptions of Academic-Oriented Behaviour.
Academic oriented behaviour was assessed in the current study to examine a
possible mediating role on the relation between shyness and teacher rated achievement.
Previous studies have found teachers underestimated the academic abilities of reactive
children (Lerner et al., 1985), quiet children (Martin, 1994) and children who are most
hesitant to initiate social interactions (Gordon & Thomas, 1967). A possibility for this
underestimation could be that teachers perceive a students' lack of participation as a lack
of understanding or knowledge of course material (Evans, 1987; Gordon & Thomas,
1967; McCroskey & Daly, 1976; Richmond, Beatty & Dyba, 1985). When shy children
do not participate in class, teachers may confuse their lack of participation with a lack of
understanding. Therefore, it was important to assess any influential role that teachers'
perceptions of students' academic oriented behaviour may play on teachers' assessments
of academic ability.
Results from factor analysis of this new measure indicated a single-factor solution
with strong factor loadings and high internal consistency. Thus, the TPAOB appears to
have good psychometric properties. However, it should be noted that the distribution of
this variable did demonstrate a "ceiling effect" and raw scores needed to be transformed
before analysis could be completed. In other words, teachers tended to rate many children
quite highly. This indicates a possible weakness in the scale. This could be due to the
labeling of the items options. Each item on this measure was answered on a four point
scale. The four choices were "never, sometimes, often, always." The ceiling effect on this
measure indicates that a high proportions of participants received "always' for every item
on the scale. Possible changes within the measure could address this problem. Perhaps a 5
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or 6 point scale would be more appropriate and result in a weaker ceiling effect and
choosing the most extreme positive selection would be less desirable. In addition, reverse
items could be added to prevent answer biases among teachers.
In terms of validity, scores of the TPAOB were highly correlated with all
measures of academic achievement. This provided evidence of the construct validity of
this new measure. A strong correlation between this measure and actual academic
outcomes suggest that the behaviours assessed through this new measure were
academically oriented. These behaviours were predicted to be related to achievement
because previous research has shown that participation in class is tied to achievement in
school (Martin, 1994).
Academic-oriented behaviour was also significantly and negatively related to
shyness. This is supported by previous research which found a relation between shyness
and low levels of class participation (Evans, 1987; Gordon & Thomas, 1967; Martin,
1983; McCroskey & Daly, 1976; Richmond, Beatty, & Dyba, 1985). A low score on this
measure indicates a low level of class participation. Shy children were predicted to have
lower levels of class participation. This is because shy children are nervous and anxious
at school and these feelings of nervousness and anxiety can make shy children feel less
comfortable and less likely to participate in classroom activities (Evans, 2001; Martin,
1983). A strong negative correlation between shyness and academic-oriented behaviour
confirms this prediction.
Most importantly, teacher-rated academic-oriented behaviour was found to
partially mediate the relation between shyness and teacher-rated math ability and
completely mediate the relation between shyness and teacher-rated language ability.
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Mediation is a causal explanation of a relation between two variables (Baron & Kenny,
1986). Therefore, this finding may indicate that shyness is related to teachers' ratings of
achievement because of the role of academic oriented behaviour. One interpretation of
this could be that shyness may cause elementary students to participate less in school and
to display less academically oriented behaviours. Teachers' perceptions of students
academic oriented behaviours may impact teachers' judgments of students' ability and
influence teachers' to provide lower ratings of academic achievement. Therefore, shyness
alone may not put elementary students at risk for academic problems. Instead, shyness
may cause a student to participate less in class and this lack of classroom participation
may cause poorer teacher ratings of academic achievement. The implications of this
finding suggest that higher scores of academic behaviour could buffer shy children from
the risk of poorer teacher ratings academic achievement. In addition, lower scores of
academic oriented behaviour could raise teacher ratings of achievement among non-shy
children.
The results of these mediation analyses provide insight into the mixed findings on
shyness and language (Coplan & Armer, 2005; Crozier & Hostettler, 2003; Crozier &
Perkins, 2002; Evans, 1993; 1996; Spere et al., 2004), and the lack of clear findings
regarding shyness and math (Crozier & Hostettler, 2003). Although shyness was related
to teacher ratings of academic achievement in some studies, but not in others, this
discrepancy may be due to differences in academic oriented behaviour in between
samples of various studies. For example, studies which examined shy children with high
levels of academic oriented behaviour may not be able to replicate the findings of studies
which examined shy children with low levels of academic oriented behaviour. Therefore,
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academic oriented behaviour may be a key variable in understanding the relation between
shyness and teacher rated academic success.
Limitations & Future Directions.
The current study contributed new findings to the study of the relation between
shyness and math achievement and to the mediating role of academic oriented behaviour.
In addition, this study makes important contributions towards the study of shyness and
reading comprehension. Overall, this study was successful in examining the relation
between shyness and achievement. However, certain limitations of this study must also
be considered.
To begin with, problems with generalizability may arise due to the nature of the
sample. This is indicated by the low standardized scores on the Test of Academic
Performance subscales. These low scores could be due to the numerous reasons. For
example, the Test of Academic Performance is an American measure and has not been
previously used with Canadian samples; therefore the standardized norms may not be
applicable to Canadian samples. However, Canadian students typically out-perform
American students (Lemke et al., 2004; Statistics Canada, 2003). Therefore it is unknown
whether or not the current sample would perform below Canadian norms. A possibility is
that if the current sample underperformed compared to American norms, it is very likely
that the current sample would also underperform Canadian norms.
The sample in the current study could be a low achieving sample because it
consisted of working class children in rural Nova Scotia and Prince Edward Island.
According to Statistics Canada (2003), these areas typically perform lower than Canadian
means on standardized measurements of achievement. In addition, working class and
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low-income families are at a greater risk for poorer academic achievement (Entwisle et
al., 2007; McLoyd, 1998; Ramsey, 1988; Ruggiero, 2002) and at an increased risk for a
'lack of resources' effect among shy children (Boyce et al., 1998; Eisenberg, 1995;
Ramsey, 1988). Therefore, the results of this sample may not be generalizable to urban,
middle class populations.
Although this is a limitation of this particular study, it should be noted that
research on working class and rural populations is very important. Most developmental
research is conducted on urban, middle class populations, because these are the
populations living in close proximity to research centres. Particularly in Canada, most
research is conducted in southern Ontario and Montreal with very little research being
done in working class or rural areas. Therefore, research examining a working class,
rural, Atlantic Canadian populations is relevant and is valuable.
Another limitation concerning the sample is that of ethnicity. The current study
was primarily Caucasian. Shyness may not impact academic achievement the same way
across different ethnicities or cultures (Chen et al., 2004). Previous research has found the
relation between shyness and scholastic competence was different when comparing
Canadian, Italian, Brazilian and Chinese cultures (Chen et al., 2004). If the relation
between shyness and academic achievement can vary between nations, it is possible that
this relation could vary within one nation. Therefore, the relation between shyness and
academic achievement could be different across diverse ethnic groups within Canada.
Future work should aim to include more ethnicities to improve the generalizability of the
study.
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The current study only examined elementary students in grades 4 to 6. Although a
significant relation between shyness and academic achievement was found at this age
level, it is possible that this relation is not consistent across all ages. Research on
personality and achievement has found that introversion and neuroticism are only related
to academic achievement at certain ages or grade levels (Laidra et al., 2007). It is possible
that shyness may not be related to academic achievement among younger elementary
students, or among older secondary students or post-secondary university students.
Therefore the results of this study cannot be generalized to those age groups. A
suggestion for future research would be to examine the relation between shyness and
achievement across different cohorts of students, or with a longitudinal design across
many grade levels.
A final limitation regarding the sample is that of size. Although a sample of 128
participants allows for the discovery of significant differences, larger samples would
provide more power and reduce chances of error.
Certain limitations regarding the measures used in the current study must also be
considered. Although shyness was related to math but not related to reading
comprehension as assessed through the Test of Academic Performance, these findings
may not be generalizable to other measures of math and reading comprehension. For
example, these measures were administered in a group setting, may not be generalizable
to achievement tests administered in an individual setting. In addition, the results
concerning reading comprehension may not be generalizable to other constructs of
language ability. For example, scores on measures of reading comprehension may not be
directly related to scores on measures of spelling ability, written expression or
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vocabulary. This is because different constructs of language ability measure assess
different skills (Evans, 1993; 1996; Spere et al., 2004).
Although shyness was significantly related to two measures of math ability and to
one measure of reading ability, this does not necessarily indicate that shyness is related to
all domains of academic achievement. The results of this study cannot be generalized to
imply a relation between shyness and other academic subjects such as science or history.
Future research could aim to assess any possible relations between shyness and these
subject areas.
Overall, shyness was found to be significantly related to some measures of
achievement. However, the amount of variance accounted for by shyness was only
moderate. Thus, shyness may be related to achievement, but there are many other factors
which also contribute to academic achievement which were not assessed in the current
study.
In addition, this study employed a non-causal approach, so causation can not be
interpreted from the results. Therefore, it can not be asserted that shyness causes poorer
academic achievement. Perhaps academic achievement can aid in self-esteem and help to
decrease shyness and social anxiety among school peers. Future work employing a
longitudinal design could explore this possibility.
It is also important to consider other factors which may influence the relation
between shyness and academic achievement. For example, the role of teacher-child
relationships should be considered. Shy children are less likely to have close relationships
with their teacher and less likely to initiate teacher-child interactions (Birch & Ladd,
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1998; Coplan & Arbeau, 2008. This lack of relationship could inhibit a shy child's ability
to seek help or clarification on academic subjects.
A final implication for future work would be regarding Teachers' Perceptions of
Academic Oriented Behaviour. This measure was found to play a significant role in
understanding teacher rated academic achievement in shy children. Academic oriented
behaviour may act as a buffer against poorer academic achievement in shy children.
Further research could examine possible constructs which influence academic oriented
behaviour, such as motivation, enthusiasm and importance placed on academic success
and the relation with teacher rated academic achievement. In addition, further research on
this measure could assess possible intervention implications. For example, intervention
strategies could aim to change the level of academic oriented behaviour instead of the
level of feelings of shyness. If the level of academic oriented behaviour could be
increased through intervention, this may lead to an increase in teacher ratings of
academic achievement. Future research could focus on the permeability of academic
oriented behaviour across various grade levels to determine if these behaviours could be
modified.
Conclusions.
This study aimed to examine the relation between shyness and academic
achievement. Previously, mixed results have been found concerning the relation between
shyness and language. In addition, the relation between shyness and math has been
relatively unexplored. The current study aimed to clarify these relations and to examine
possible biases in teacher rated reports of achievement. Students completed assessments
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of shyness, standardized math scores and reading comprehension scores, and then
teachers rated math and reading ability and academic oriented behaviour.
Shyness was negatively related to teachers' ratings of reading ability, teachers'
ratings of math ability and standardized math scores. Shyness was most strongly related
to teacher rated math ability. Teachers' ratings of achievement were found to be highly
correlated with standardized test scores which indicated that teachers' were not
underestimating the academic ability of shy children. Academic oriented behaviour was
found to be a partial mediator of relation between shyness and teacher rated math
achievement, and a complete mediator of the relation between shyness and teacher rated
reading achievement. One interpretation of this is that shyness may influence academic
oriented behaviour, and academic oriented behaviour may then impact teacher ratings of
achievement. Overall, this study found that shy children may be at risk for poorer
academic achievement on standardized math tests. In addition, shy children may be at
risk for poorer teacher ratings of math and reading ability. However, these difficulties
may be better explained by the academic-oriented behaviour exhibited by shy students
rather than shyness itself.
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1 Carleton

(Appendix A)

U N I V E R S I T Y

Canada's Capital University
The School Achievement Study
Dear Parents,
We are writing to ask your permission for your child to participate in a research
study that is being conducted at your child's school. One of the most important goals of
education is helping each child to achieve at their full potential. The purpose of this study
is to better understand factors that might influence children's achievement in school. This
study is important because it will help us understand how we can help children to be
more successful at school.
Here is a more detailed description of what this project will involve (if you choose to
participate):
Parents: Parents are only being asked to complete a short "background information"
questionnaire (see attached), that will be used only to characterize this sample. If you agree
to participate in this study - please complete the attached questionnaire and return it along
with the signed consent form {sealed in the envelope provided). You are free to not answer
any questions that you choose to omit. Please return the consent form by

Teachers: Your child's teacher will be asked some questions about your child's academic
achievement at school, as well as to describe some of their "in-class" behaviours.
Children'. Children will be asked to participate in a group interview, consisting of several
short questionnaires. The entire session should take about 30 minutes. Some of the
questionnaire items have to do with how comfortable or anxious children may feel when
they interact with others. Other items are short "tests" of academic skills, including math
and language abilities. These questionnaires will be done in groups, during a time period
selected to minimize the disruption of any scheduled activities. Questions will be read to
the group, and children will be given time after each question. Children will be able to ask
a research assistant for help if they have trouble understanding any of the questions. Also,
your child will be reminded that they do not have to answer any questions they don't want
to, and of course, they are free to stop participating at any time. Your son or daughter's
participation is completely voluntary.
All information collected will be strictly confidential and the students will not be
identified individually. The only persons who will have access to this information will be
the research investigators of this study. Any information collected from students, parents,
teachers will not be shared with anyone. If you are interested in the general results of this
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study, we would be happy to provide you with a summary of our findings once all of the
data has been collected. However, the responses from individual children will not be
analyzed and therefore will not be made available. We are only interested in school
achievement for children in general, not in individual children's responses.
This study was approved by the Carleton University Ethics Committee for
Psychological Research. This study was approved by the
Regional School
Board and your child's principal,
of
.
If you have any questions related to this study and/or concerns about your child as a
result of participation in this study, please feel free to contact me directly (Kathleen
Hughes, 902-752-7783, or 613-520-2600 ext. 1979, or via email at:
khughes4@connect.carleton.ca). Should you have any ethical concerns about this study
then please contact Dr. Avi Parush (Chair, Carleton University Ethics Committee for
Psychological Research, (613-520-2600, ext. 6026) or Dr. A. Bowker (Chair, Dept. of
Psychology, 520-2600, ext. 2648). If you have other concerns about this study, feel free to
contact Dr. Robert Coplan (Professor, Department of Psychology, (613) 520-2600, ext.
8691).
If you would like to learn more about children's adjustment at school, there are
numerous websites on the topic (e.g., http://www.cfw.tufts.edu/) and books for parents
(e.g., The Friendship Factor: Helping our Children Navigate Their Social World, by K.
Rubin, NY: Viking Penguin).
Should you have any questions or concerns regarding this research project, please contact:
Kathleen Hughes
Masters Candidate
Department of Psychology
Carleton University
Khughes4(q>connect.carleton.ca
(902) 752-7783
(613)680-0135

Robert Coplan, Ph.D.
Professor
Department of Psychology
Carleton University
Robert_coplan@carleton.ca
(613) 520-2600 ext. 8691
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CONSENT FORM
Please return this consent form by Tuesday,
, 2008 even if you do not agree to
have your child participate.
The information collected for this project is confidential.
Date:

(name of child - please print)

(name of parent or guardian - please print)

Please check one statement below:

I agree to give permission for my child to participate in the School Achievement
Study that is being conducted at my child's school.
I do not agree to give permission for my child to participate in the School
Achievement Study that is being conducted at my child's school.

(signature of parent or guardian)
Phone Number
Date
Please keep the letter (first page) and return the signed consent form and the
completed questionnaire in the envelope provided by Tuesday,
, 2008.

If you would like to receive a summary of the findings from this study please indicate an
e-mail address or mailing address to which we can send the results:
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The School Achievement Study
Background Information
Child's Name
Child's Birthdate

Child's Age _
month

Child's Gender:

Boy

day

year

Girl

Child's Grade

Homeroom Teacher's Name
School Name
Does your child have any known learning disabilities? Yes
If so, what kind of learning disability?

No

,

Does you child have any special needs you would like the researchers to be aware of? -

Please fill out this Parent information out about the primary caregivers who live with
your child.
Mother's formal education completed (check one)
elementary school
high school diploma or equivalent
community college or equivalent
university degree
graduate school degree
Mother's ethnic group (optional):
Caucasian
Asian
Hispanic
Aboriginal

Black
Other

Father's formal education completed (check one):
elementary school
high school diploma or equivalent
community college or equivalent
university degree
graduate school degree
Father's ethnic group (optional):
Caucasian
Asian
Hispanic
Aboriginal

Black
Other

Is English the first language spoken in your home? Yes
(Appendix B)
Pamphlet

No
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Some Contact Information
Thank you so much for your help!!! If you would like to talk to us about any of
the questions you just answered please feel free to contact us. My telephone
number in Nova Scotia is 752-7783, and my telephone number at our school in
Ontario is (613) 520-2600 ext. 1979. You can also e-mail me at
khughes4@connect.carleton.ca
I f you are experiencing problems at school or at home you can also contact
the Kids' Help Phone at 1-800-668-6868 or visit their website at
www.kidshelpphone.ca to get help. These people will not tell anyone what you
tell them.
Thank you again for your help! Have fun during the rest of your school
year!!!
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(Appendix C)

All About Me
(Children's Shyness Questionnaire)
Please answer each question by circling "Yes" "Sometimes" or "No"
1

I find it hard to talk to someone I don't know.

Yes

Sometimes

No

2

I am easily embarrassed.

Yes

Sometimes

No

3

I am usually quiet when I am with others.

Yes

Sometimes

No

4

Do you blush when people sing "Happy Birthday" to

Yes

Sometimes

No

you?
5

I feel nervous when I am with important people.

Yes

Sometimes

No

6

I feel shy when I have to read aloud in front of the

Yes

Sometimes

No

class
7

I feel nervous about joining a new class.

Yes

Sometimes

No

8

I go red when someone teases me.

Yes

Sometimes

No

9

Do you say a lot when you meet someone for the first

Yes

Sometimes

No

10 I enjoy singing aloud when others can hear me.

Yes

Sometimes

No

11 I am usually shy in a group of people

Yes

Sometimes

No

12 I feel shy when I am the centre of attention

Yes

Sometimes

No

13 Do you blush a lot?

Yes

Sometimes

No

14 I feel shy when the Head Teacher speaks to me

Yes

Sometimes

No

15 If the teacher asked for someone to act in a play would

Yes

Sometimes

No

16 It is easy for me to make friends

Yes

Sometimes

No

17 I would be embarrassed if the teacher put me in the

Yes

Sometimes

No

Yes

Sometimes

No

Yes

Sometimes

No

time?

you put your hand up?

front row on stage.
18 When grown-ups ask you about yourself do you often
not know what to say?
19 I go red when the teacher praises my work
20

I feel shy when I have to go into a room fully of people

Yes

Sometimes

No

21

Are you embarrassed when your friends look at photos

Yes

Sometimes

No
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of you when you were little?
22

Would you be too shy to ask someone to sponsor you

Yes

Sometimes

No

for a good cause?
23

I enjoy having my photograph taken.

Yes

Sometimes

No

24

I usually talk to only one or two close friends.

Yes

Sometimes

No

25

I am usually shy when I meet girls (boys).

Yes

Sometimes

No

Yes

Sometimes

No

26. I go red whenever I have to speak to a girl(boy) of my
age.
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(Appendix D)
Teacher's Ratings of Achievement
Please answer the following questions regarding
's academic
achievement in each of the 3 areas of achievement relative to students at the same grade
level. Please circle the appropriate number on the following 7-point scale, where 1 =
"ability is extremely below average" and 7 = "ability is extremely above average". Please
be assured that all information provided will be confidential.

Achievement in Reading in English:

1

2

3

Extremely
Below Average

4

5

6

7

Average

Extremely
Above Average

Average

Extremely
Above Average

Achievement in Mathematics:

1
Extremely
Below Average
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(Appendix E)
Teacher's Perceptions of Student Academic Oriented Behavior
Please answer the following questions regarding
by selecting one of the choice of: Never, Sometimes, Often, Always

Never
1. Completes assignments in a timely fashion
2. Comes to school with appropriate materials
3. Contributes positively to class
4. Stays focused on tasks
5. Has materials ready in a timely fashion (books
open)
6. Shows an interest in learning

>

7. Works well in groups
8. Raises hand in class
9. Listens attentively
10. Tries to answer questions when called upon

's behavior

Sometimes Often Always
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Appendix F
Group Interview Administration

Participants were told that they were going to complete several activities.
Participants were told in age appropriate language that although the activities seemed like
tests, they were not tests and it was ok to not know the correct answer or to not have the
correct answer and that their performance would not influence their report card grades.
Participants were also told that no one would see their answers other than the primary
researcher. Participants were told that they did not have to answer questions they did not
want to answer. Participants were told to work quietly alone and not to work with
classmates and not to share their work. Participants were given the opportunity to ask
questions. Then, the primary researcher led the group of participants through the
measures. Oral and written instructions were given for each measure.
Participants were instructed to read each item on the Children's Shyness
Questionnaire and circle "Yes" "No" or "Maybe" depending on which choice fit best for
them. Also, each item was read orally to the participants to help control for reading
problems. While the primary researcher read the items orally, the research assistant
provided personal assistance to any students' who needed clarification on certain items. If
participants did not understand any vocabulary used on this measure, a specific list of
synonyms was used to help clarify the meaning.
The instructions for the nonverbal subtest of the Canadian Cognitive Abilities
Test were presented along with a sample item. Then, participants were directed to work at
their own pace. They were given 10 minutes to complete this measure. If participants
finished before the 10 minutes were over, they were directed to draw on the back of their
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booklets. The primary researcher and research assistant were available to provide
personal assistance to any students in need of help.
The instructions for the math subscale of the Test of Academic Performance were
given orally by the researcher. Participants were told to complete as many math problems
as they could and when they felt they had tried their best they could relax and draw on
their booklets. Participants were given 10 minutes to complete the math activity.
For the reading comprehension subscale of the Test of Academic Performance,
participants were told to read the first passage quietly and then answers the questions.
When they were done the first passage they could read the second passage and then
answer the questions. When they were done of this activity they were told to draw on the
back of their booklets. Participants had 6 minutes to complete the reading activity.
After participants had completed all 4 measures, the primary researcher
congratulated and thanked the participants. Participants were debriefed by explaining that
they math and non-verbal items became more difficult as the measures progressed and
that they were being asked questions far above their grade level. Participants were given
the opportunity to ask questions, and then the research assistant distributed pamphlets
containing contact information for the primary researcher as well as for the Kids Help
Phone. Participants were told to contact the primary researcher if they had any further
questions.

