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_ABSTRACT x

This ih’v‘cstigation‘Was .uhéertéi(en in -ord'er to fulfil an apparent
need for more mformatlon concernmg the lnfluence of thc DUSO
“(Developmg Understandlng of Self and Ot7hers) program pn chlldrcn s .

' self—conceptS'. This de_velopment_al gp1dance prqgram purports to
o . . , . ¢

assist in building more positive self-concepts and feelings of adequacy
in children. Both self -perceptions and behavio;r.al manife stations of -
self—cencept change were viewed. It was also a ﬁmrpi’ose of the study

to utilize teachers as program implementers, since they have more

o

. interaction and involvement with their students than a counsellor does.
In order to analyze the effects ‘of'the DUSO program, it was also

nece ssary to determine whether the belief ‘systems and attitudes of

the co-operating teachers influenced DUSQ treatment effects by

.- s Ll

teachers' varied approaches to classroom management-and interaction

3

. procedures.

The hterature reviewed suggested that the chlld's gelf- concept

comprises his sense of identity which lin‘cludes: his e‘stimation of his

. . B .
own success, capability, significance and worth. The influence of the

self-concept is pervasive upon achievement, motivation and inter -

-

per sonal relatlon shJ.p s.

Participants in the study J.ncluded 112 grade five students ‘and

*

4 teachers from Athabasca Elementary School Athabasca Alberta.

i

.Flfty six children and two teachers were actlvely involved with the

iV o . . 9,



) ' ¢’ Ty
'DUSO program. The remaining children functioned as a control group

with the other two tecachers acting as behavioral raters. Unit I of the

A Y

DUSO DI program, Understandmg the Self, was completed

Pre- and post measyres of student- reportcd self-esteem, a

s

dimension of the self-concept, and objective, behavioral ratings of

o«

) gelf-esteer‘n- we‘:ré,\obfain‘ed.' As well, teacher beliefs and attitudes

toward the learhing process and the students were assessed.

The tr‘é'sults of this’stud'y_clearly indicated that the children whd

‘participated in the DUSO prbgram experienced significant changes in

" internal and external manifestafions ofrself -esteem. These flterations .

‘. * ~ L T -
appeared to be due to the DUSO-DII program undertaken over a treat-
ment period. The sign‘i_fican_t correlation among the four teachers'

bélief systems ir’ldica’ced a similarity of teaching styles and ;ttitudeé ’

toward children and the learnlng process. : » . .
This study contributed to the body of research supporting the

reputation of the DUSO program as an aid 1n asﬁstlng self~ concept

development in children.
[
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Introduction o o -

)

“

. i r ! -
. Traditionally,” the elementary school has been concerned almost

exél‘usi‘vel.y with ;the devéfopmenf of basic academic skills (Lewis, 1968),
lncreas.ihgly_, howé\}er, attentibr'l Iis focusing‘o; the int%g'a:cntion B‘etwee’rl
‘affevc‘tiv'e and co.grni.tive components in the lgar'hipg_.prlo'c;'ss. . There is a
) sigriifica'htl interaction between the two areas as Cooperémith (1959) ;and

~-

ngokover, Paterson and Thomas (1964) have demonstrated.

> T : : . i ¢ R
Unattended or unidentified emotional or academic difficulties

can lead ultimately to situations such as school-drobéuté, under -
- &

-achievément and socially disturbed or intellectually handicapped students.

B
[N

Because most of these problems are identifiable as early as g'r’z;‘dé one

* ” s
\ g

(Strom & Torrance, 1973), rﬁany North Ah{é’i‘icanschool boards have
) L4 - ’
initiated pupil personnei services which emphaﬁze the importance of

' s
the early school years in subse€quent educational and social progres’s.
) ;

I_Q‘Kréefe, (197L\y’reports that "thére are ~_'¢)'H:3Tmilluion young children’in
¢ f Can;da suffering from emotional ana learr‘ling disorders" (p- 75). Itis
obvious,. then, that attention must be paid to early intervention as the
prognosis for older children or adults whose problems have been ignored
1s not encouraging.
Guidance and counseljl'mg services vary with the philosophical

orientations of different school boards. Whereas some emphasize

diagnostic evaluations; others are concerned with remedial counselling

-

A



| . ™
for axfew children, their pareénts ahd teaiherd? Dc¢velopinental guidance,

S

"intcrpreted-as a service to all children in making maximum use of

thé;ir abilities, for their own good and for that of society" (Dinkmevyer,

1968, p. 1), seeks to‘improve the lcarr}ing environment of both the

: I~ ~ : o .
- school and home so that the educative process becomes more personal.

- N Eaed LN ' . "‘. . . N
A developmental&;ogram attémpts to reconcile the uniqueness of th@

«
1

individual with societal and@cu‘lturél demands (Dinkmeyer, 1968).
Because it is not qri%is oriented, there is less emphasis on remediation
- ‘4 N N

and therapy and more on.awareness of self and others. De\velopmehtal

guidance is thus an attempt to reach all students and assjst them in

S \ T
learning skills which will generalize-to everyday social and academic
situations. - N s

P

¥

It is genef‘élly agreed that developmental guidance programs
should be utilized at all grade levels but particﬁlarly in the elementary
grades.(Schulman, Ford & Busk, 1973). Developmental programs focus

on basic, common, sequential stages of cognitive and emotional growth
. . S

v

with prevention as a primary orientation. These programs are for every
child, not J"‘ust the dis“tlirbed, maladjusted, deli’nquerﬁ: or non—l’e‘arner.
According to Smith (1970), the functions of/a de'?{elop»fnental program

are to:

(a) 1dent1fy problems and defects which may
be corrected and_thus enable the child to
function at hisfull potential;- ‘

(b) prevent abnormalities in normal growth
and development; ’



ped

. “~\

L (c) motivate the child to keép himself in an’
‘ optimal state of mind and body; ,

(d) evaluate the whole child in relation to 'his:'
own growth and progress and in relation
to the growth and progress of other
children in his own age group (p. 18).

“\ . ) B b' -t o . R
\\Devel‘opmental guidance programs are extended to entire classrooms
e . - &, ) » . - ) B !
-with the counsellor acting as a consultant and the teacher, who gener-

ally has closer rapport with the children, functioning as the -\pr'ufriary

q
o

\aAgent-»‘(Faust, 1968).

Several formalized guidance programs such as Self Enhancing
Education (Randolph & Howe, 1966), Developing Understanding of Self

\.

and Others (D_inkriﬁeyer, 1970), Magic Circle (Bessell & Palomares,

»

1970) and Focus (Anderson & Henner, 1972) have been devel‘ovped to

meet the appérent neéd for ﬂf.ective educatio;i in _thé classroom.
Beéaﬁs‘e the de;relopmehtal :éu}dance concep; is a lrelzilt';ively recent in-
~ troduction, experimentation with a variety ok approacpes is ;)ccui:ri.:ng
(;Hawes, 1969; Bedros'ian,‘ Sara & Pvearllrhan,‘.l‘?'?O; Altmann & Fﬁriesi, : :
1973; Gum‘aeyr & Voorneveld,. 1975). All of these progra,m-s;o’efnphf'a'size
the significance of °the,self,-'conceprt wl‘hich i's defined by Perkins :(195-8‘),
as ''those perceptions, beliefs, feelingé,\ attitudes and )v.alués’ which.
‘the individual views as describing hAim‘s‘.e“lf'w,‘ (p. 221) These -pro‘gravms, :
attempt, through varied activities, to positi.\;el”; enhance the c};ild'.é'

self -perceptions.



The Problem Under Investigation ‘ L
. - Lo )

e o
([,

- The-purpose of this study is to investigate the effect of Unit1 .

.of the DUSO-DIL (Developing Understanding of Self and OtHer-s) progx;évx‘rln

1

on children's total self -concept. Tho_e study proposes to assess alter-

ations in the self-concepts of grade five children after ‘they have

]

experienced the DUSO unit which focuses specifically on self-understand-

ing and self-concept development,
: a

The DUSO program is specifically des’igned as a planned, dewvel-

. ! ‘ o .
opmental group experience which assists in building more positive
S s . ! ; : ' - 4
self-concepts and feelings of adequacy in children. It emphasizes the

cl'ﬁld as a;‘”thi’nkirng, acting énd féeling being'' (Dinkmeyer, 1973{ p. xi)
who le'a.trnsi to cope with his own expegtation; as well as those of ‘peers
and"signi_ficant .a-dult$. Unit I of ‘tl“lff I/)'US(2~DII prog‘r‘am focuses on en-
. -ab‘ling‘theA child to diffkerentAiate bet;;ve‘er.x his‘ real self and his ;'i;leal self. -

o,

S vTh’roAUgh planned activities, the child recognizes and appreciates his

own unique capacities as well as others. In developing self-awareness

and a positive self-concept, he becomes able to understand individual
: Ae .
.. motivation, needs and differences. Unit I is '"designed to help the child

' Aaﬁpreciate himself as unique, worthy of respect as well as self-respect...
to accept'his strengths while realistically accepting lack of success"

(Dinkmeyer, 1973, p. xiii).

Numerous elemehtary schools in Northern Alberta are employing"

."DUSO Kits anticii)ating that more effective and affective classroom

learning .sifuations will develop. The kits are very attractive in format.

&
[
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They are also;expens_i&w: both in terms of money and staff training time. g .

Teachers avrild children have reportedly r'eactgd"ehthdsias‘ti‘c,ally‘to their -
introduction and use (Kokal:& Hales, 1972; Eldridge, Barcikowdki &

Witmer, 1973;'Zing1e,’-i\73).

e
Bl

e, Dinkvme'ye-r (1973) reports widespread tésting to p-foduce re-

s

source 'rnaterial.'during development of the DUSO pr~og_1"am but there is

little current research available supporting its validity. A concern of
this study arises f{rom the sparse and somewhat contradictory evidence

of the DUSO program's efficacy in promoting cﬁénge in self-concept

‘development. .Because 'résear'ch indicates that'non-directive group

" . . ,

activity tendseto positively influence chﬁld’ren"s perc_eptibng of them-

selves an& others (Drow.lr‘1.6, 1’971;' H‘c;w;rd_;&. Zimpﬁer,’ 1’9"72‘),4‘ anb_yihvésti}_
gation éf the validity of DUSO i»x},str;ﬁctionéi r‘hatielr‘i)él_ is vsv/arllaﬂte(;.' |
Previous studies (Eldridge et“él, "1‘2\73'; Cleix_'niyl;lsvha'\sav, 197‘3.).which ?é-
ported sig‘nif-ic‘ant rle sultAs:' utilli'zé,d Ian_in.s.txlumént' d.ev,ivslgd_ by tlf;;e .pr;gfam: sﬁ
developers. Thelxie appears to be a nee»é to evaluateé své'lif—cm}cept changes *
with a device spe“csifically designed 'to‘a..sses.s .this global personality. |

dimension. ’ ' - S & o
? : g : ! )

A second apparent concern involves external or behavioral -
a " . o S——

manifest?.tions of change dué to exposure to the program,. Other inves-
tigations into the DUSO program's relevance concentrated soiely on’
personality fa:ctof's (Eldridge. et al, 1973; Koval & ‘Hale s, 1972). It ~

- appears si-gnificanfc,',thereforla, to determine whether both self- .

perceptions and behavioral factors are affected by exposure toa .

o



structured "Self-Concept Development' P¥fogram. -

i

g . :' - i E .
An additionak concern is that of teacher involvement in the pro-

gram. -Although usually the qounscllor functions as a consultant’in ' S
. : | i,

- . . ) R
setting up a DUSO program and assists in training the teachejrs in itg ”
- ‘ . 1. N ‘ N ."
implementation, there are m situations where the counsellor
actually runs it on a weekly basis. - Evidence cites the significance bf
the tg\a\sher's influence on children's self-perceptions (Ro s.eqthal,' 1:973). /\/\>
. B
; : :
‘ The//p'-resent study will, therefore, focus on the classroom teacher as.
-~ : . . . § 4

~

the primary proér_am agent and attempt to—:de‘termine whether teacher

beliefs affect changes in the self-concepts of students involved in a

S

" DUSO program.

o '
- o Purpose of the Study

-

The major thr-ust‘of thls research is to investigate the effect of
me( DUSO progrérn upon changes in'megshres of self-concept at fhe '
' u.ppei-"—elemenéafy s.chool level. - Both self-pervceptions and behavioral
. ‘d'i'm.en'sions of self-ccjncept change will be viewed. As well, the study "

will attempt to determine whether teacher beliefs have an effect upon

the program's implementation.

Limitations of the Study

-

‘There are two limitationg of the study which are immediately

A S \, . .
apparent. The sample is restridgted to students and teachers in one -
grade at one particular school in northern Alberta: Becausé the

teachers were enrolled in a spring sg.ssion course at the University of

A ' : T e eeaadarian SPREETS RO g LT LR S




Albe'rta and volunteered to participate in the study as a partial fulfill-

ment of their course requirements, the DUSO program did not continue
for its maximum time span. The t't(/a\l numbey of sessions were,

however, adequate to cover a_ unit on self-acteptance, the dimension .

-~ 3

which is under investigation.
.




Py t

Cha'ptcr u . | ’ . ' N
Review of Relatc\Rcsearch

'
'

The Self-Concept B ’ °

"The Self is the sum total of all that a person ,

can call his ... it.is 2 person's awareness

of all the beliefs, attitudes and opinions !
which he holds about himself (Hamachek, '
1973, p. 262). ’

Resulting from '"present and past self-observations" (Raimy, 1948,

. 154), the self -concept is ''the moat stable consistent valueé in life"
p P ,

(Moustakas, 1956, p. 8) It is the person's sense of identity as a

being,{ separate and distinct fron; ot}lérs. .The self-concept "includes -
the person's ideas of the kind of person he is, the characteristics he‘i
possesses, ;nd‘ his mos;,impoxltarit and striking traits" (Coopersmith &
Feldman, 1974, p. 198). B B ' .

= »

Wylie (1961) suggests thatsthe self-concept is com‘posed of

metadimengiohs including self-esteem,(clarity, abstraction, refine -
- A \ R . ) . .
. Lo . . . .
ment, certainty, stability and realism. These metadimensions enable .

one to study a particular aspect of the self—co‘ncept. Coopersmith RN

i

focuses on self-esteem as the most important aspect of the total self- ')’
"concept.” He defines it as the "evafuation which the individual makes
. ) ;// .

and customarily maintains with regard to himself" (Coope‘rsfnifch, 1967,
p- 5); While the self-concept corgprises the ind*ividua‘l's view of him-

self, self-esteem is the value he places upon his own sﬁccess,
. . <

c”abability, significance and wo/rth. A child's level of self-esteern

k] s
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represents his judgment of the self -concept he has formed through his
. . ) ki .

-in’terpreiation of reactions from his physical and social environments. \
Self-esteem is a function of the degrees of coincidence between the

kqdividual's ideal and actual self;conccpts\(Stotfard, Th.orley, Thoren,
, » 0 . . A

_Cohen & Zerder, 1957).

Maladjustment and ihef{_gctual functioning may result from a

i ¥

discrepancy between the individual's view of his self and his ideal self
. Y . . R

(Bills,.Vance & McLean, 1951). Alternatively, the fully functioning

¢

person's two gelves' are relatively congruent. Children with adequate
. J : : o

self -concepts perceive themselves in essentially positive wayé, accept
themselves and others, and perceive themselves as closely identified
with others (Combs & Snygg, 1959).

The influence of the self-concept is p'ervasive upon ch{ildren';
-y ’ ’ . :

wability»to succ}ézssfully learn and achieve in school. The individual has

to perceii&e/éms,elf ‘as capable of succeeding before he can a'ctually do
so. A fe/cta-and*cg_'g‘nition are, therefore, present ixz«;very learning

~,

- - situation! ith"'subjegt' matter and feeling so closely intertwined that ™
N X - . N

they can np longer be considered a duality" (Kelley, 1965, p. 455).

\

The! importance of a child's self-concept and its influence upon

<
motivation, |achiévement and behavior is recognized by numerous .
.

ST .
‘ \has a function in cognitive, academic and affective functioning.

stychol: gists and educators. Research indicates that the self-cvo‘ncept

(a) he C‘ognifive Self-Concept

The self is the individual's frame of refer-



ence, the central core, around which the

remadnder of the perceptual field is organ-

S ized ... the self is both product of the
individual's experien'ce and producer
whatever new experience he is capable of
(Combs & Snygg, 1959, p. 146).

The world exists for the individual only as he is éonsciousvofl it.
- . . L'

Events assume importance or significance in terms of their relation-
. . ® o - :
ship to the individual and his interpretat;on of them. . ) @

Generally, éhe self is resistant to change. If an individual finds
, : y : :

a potentially new concept of himself to be consistent with and relevant

to the existing concepts in his system.afized- vig'\y‘”oj H_imself, it is”
accepted and assimilated e'a:sil'y. If tb’e:'cor{c"ept has no rél_ation or
relevance to the e){isting systemn, \xtls generally ign'o;ed. If it is in-
cor}sisvtevnt and uncongenial with the‘:‘ éystefn, it is 'likelyp to be d}sltor’.ted
Ei}éf“rej‘ecteci*?(Purkey, 1970).
Kohlberg (1.9.68)‘, in revie&ing Piagetian th;ory, states ''cog-
nitive processes ... (afé) Y reorgagizatioh of ésychological struc-
" tures resu}tiné from organism-environment interactions" (p. 51014).
qupersrl;xith, (1967) agrees, stating that "attitudes engender aj’readin‘ess
to respond to pa;"ticular stinﬂuli along predeftefrhined lines" fp. 23).
. Developed from prior expe“rience, th? ’cogn’itivé sglf-concept
: involv;s attitudes and convictions toward oile's own capabilitieé and
worth, The;e é“)'cpectat'ions“ may be reflected in an individual's attitude

toward new experiences. The estimates of success and failure reflect

the individual's conviction that he is or is not able to deal with the



situations that he encounters.

(b) The Academic Self Concept
' \

"Few factors dre more important to the child's academic suc-

cess than-his evaluation and. acceptance of himself" (Dinkmeyer,; 1971b,

p. 65). Rogers (1951), Moustakas (1956) aslow (1962), vi;ewin'g

the'seH—copcept as ceﬁtral to man's bghavior, suggesf that when a‘.;:hild

is forced io protect his self, he'must neglect higher, more complex

needs such as learning. . . ‘ _ \
Lécky (1945) was one'lolfvt‘}le‘first psychologists to postulate that:

low academic ‘achievement could be related to the student's conception

a

. - 1
of himself as unable to learn academic material. He observed that.
-8

some children made th¥ same number of spelling errors per page re-

[y

gardless'of the material's difficuléy. - They appeared to be reacting t
a self-fulfilling incompetency prophécy.. Counselling focusing only on
-the children's vfeelingsvabout their spe1:l~i’ng abiiities re sul‘te‘d in improved
scovres'.' ..%:\Hamachek (1973) concurs: "Many students have difficulty in
school ... because they have 1e'a‘rned to consider themselves unable to

¢ -

do academic work' (p. 262).

> Primavera, Simon and Prirhavera (1974) compared the self-

~esteem and achievement scores of grade five and six-students. Finding.
that self-esteem was’ signifi.cantly related%academic succé-ss, they
state: | | .

The self- concept can affect all areas of per-

. sonality functioning in such a,way that it can
operate to enhance or restrict a student's
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| o
ability to fulfill his native capacity (p. 215).

.

The successful student is likely to see hirhself in essentially

positive ways. Gowan (1960) rcpo'rtcd that achievers arc characterized

by self-confidence, self-acceptance and a positive Self-c“oncept.

Farls (1967) found that high—achieviﬁg intermediate grade boys and

[

girls reported significantly higher general self-concepts as students:

than did lower-achieving students (p<05). '

(c) Affective Self-Concept o - /
< ,«"/ !
"Self-esteem is signif‘&cahtl_y relaérd to the individual's basic

style. of adapting to environmental demands" (Coopersmith, 19‘67, p. 46).

The same éxtérnal' event is perceived and responded to in individual
”and characteristjc ways of approach and perception.
.Coop'ersmith'; 1’ong-‘term ’study ‘(1;967’) ‘revealed that persons
with high and 1ow'self-eéteem adapt to events in markedlyj different
ways. |"\They experience the same or similar events differently; they °
. e o
have differ‘epi:»expectatio'r)l's of the future and markedly different affective
reactions'' (p. 46). Coopersmith f;nmd that high-esteem students saw
thernse/lves optirnis_tically and reahiistic>al.ly. They perceived themsélves
as valuable and important, worthy of respect and friendship. Low-
affective students, in contrast, saw themselves pessimistically. They
saw themselves as failing, they were unsure of their capabilitieg an;i.
felt unwgrthy' of frienfiéhip. The diffef:e"ré in the two extremes is in

the individual's perception of his s_ituation and his actions. ) -

Roth (1959) concluded his self-concept study: ''In terms of



their perception of self, individuals have a definite commitment to

perform as they do" (p., 281). Where the person who perccivcrs himself

as capable and successful, responds in positive, active ways to

situational demands, the person with the inadequate affective self-

-

concept accepts failure as a tentative h);pothésis before he even acts

and responds accwg}‘(j'}urhlgly. -

i
N

~ug

Characteristics of Individuals wé.th High Seli-Esteem

Investigators have identified several distinguishing features

which characterize individuals with high self-esteem. Cohen (1957)

states that individuals with high'self-esteem tend to protect themselves

from pegative self-evaluation. He suggests that they are able to

objectively evaluate a failure as a small failure and a success as a

lar¥ge success.,

» .
Coopersmith (1959) lists the general characteristics of indivir

duals possessia\g high self-esteem:

Individuals with high self-esteem tend to be®more effec-
tive in meeting env‘i'ronmental demands than those with
low self-esteem.

Perso%s with high self-esteem tendy to adopt an active

and assertive position in meet;ng environmentél demands.
High self-esteem is associated with such terms as self-

respect, superiority, pride, self-acceptance and self-"

love.



4. Persons with high self -¢steem tend to be more independ-

ent in conformity inducing situations and to manifest
great confidence that they will succeed.

5. High self-estecem individuals tend to bepopular with
) K4
their pcers.

6. An individual with high self-csteem is apt to attend to
others only to the extent that he estcems them.

7. High self-esteem persons tend to participate in more
—
) :

- : exploratory and independent activities than do indivi-
duals with low self-esteem.

.8.  High self-esteemed individuals tend to defend themselves

LY

well against threats to their adequacy.
P

9. ',High self-esteemed individuals. tend to possess grea?r
e -
o confidence in their ability to deal with events. Anxiety

1s less likely to be aroused in them. Thely tend to have -

a greater ability to resist the negative irhplications of

. [N
social judgments. o .
Characteristic;s of Individuals with Low Self-Esteem |
' Cohen (1957) states that individuals with low set‘lf—e‘ steem, be-

cause they do not protect themselves from negative evaluation, are

more likely to evaluate an objective failure as a very poor perforr\nance

and a success as a small syccess.

Coopersmith (1959) lists the characteristics of individuals

[
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)

possessing low self-esteem:

1.

esteem. L .

pressures.

Individual‘s with low self-esteem tend to withdraw from

others and have consistent fcelings of distress. '

. Individuals with low self-estcem tend to be more intro-
o , : o

punitive and passive in adapting to environmental de-

mands and pressures than individuals with high self-

o .

Low self-esteem tends to be equated with inferiority,
. L] - N i N

timidity,. self-hatred, lack of personal acceptance and
N © ) y

submissiveness.
Individuals low in self-esteem tend to exhibit higher

levels of anxiety and are more likely to exhibit péy-
chosdématic symptoms and feelings of depression than
. -~ '

AN
individuals with high self-esteem:
Individuals with low self-esteem te to be isolates who
feel that they have greater difficulties forming friend-

ships. However, there is no relationship between self-

esteem and group membership. Persons of all levels

-of confidence and assurance are equally likely to join

social groups but the roles they play are different.

Low self-esteemed individuals tend not to resist social

S

Individuals with low self-edteem are more likely to re-

15
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attack. They are offen ﬁﬁ\i/i,lling to express contrary

ot
e eer

opinions even wﬁ’enthcy };now they are correct. They
tend to react strongly to. criticism. V

8. Low self-c steemed individuals tend to bg invisible mem -
bérs of a.group. Théy rarely servé as leaders.

‘9‘. Low se]_f.-este'emed ihdivi.dua-ls tend to lack the confidence
to respect the critical appfaiv‘sal of others. Thgy remain
defeated ar:l’:d expoo‘sed 'invtheir real or imagined deficien-‘ ‘
cies.-i

10. Individuals with lovy‘ self-esteem tend to be more self -

conscious Whﬂe‘:n talking to others. They tend to be more

conscious of their real or imagined inadequacies.

3
\

11.  Low self-esteemed individuals will more likely turn in-
ward and dwell upon themselves when distracted by per-

sonal conce¥ns.

De;zelopmental View of the Seilf-Concept
| Approaches to understanding the- self—coﬁcept, its development
|
and role in behavior var;r according to one's view of man. All psy-
chological theorists agree, howevér, on the irﬁportance of early
childhéod experiences to later adequate growth. Three psychological
viewpoints on the formation-6f the sclf -concept are reviewed. As well,

pertinent research on self-concept development and the influence of

significant others on the child's view of himself are investigated.

e



(2) Theorists B o e B el
Maslow

‘Viewing man's ultimate goal as sclf-actualézation, Maslow

il
t .

(1943, 1970) proposes a motivational frar'nework which is, develop-

mental in nature. His model is tied to a set of values»e},i)out_‘human

é‘ffectiveness‘ and human.nature. o \ B a
Maslow identifies six basic need categoriesz‘ (1) physiélbgiv,éal;

(2) safety, (3) belonging and love, (4) esteem, (5) self-act,ualié"atio*n,

and (6) the desire to know and understand. Each b,asi:c need represeﬁts

b

a ”universa\‘l personality problem which rm\lst be managed or solved

' before higher development can take place' (Maslow, 1956, p. 243).

OI;ce a need has beeﬁ relativeiy well—sétisfieci, it no longer serves as

a motivator, and nceds at the next level take over.

. | . . -

. Maslow views the infant as totally dependent upon his mother
for the satisfaction of basic‘physiological needs such as food, warmth
and rest. Thesé needs are important motivators for infants and may
dominate the behavior of older children and adults such as when food is
‘ in short supply or undér stress situation‘s where psychosomatic ail-
ments may develop.

The influence of safety needs is seen most clearly in younger
children who héve not learned té inhibit their ree;ctions to threat or
danger. The average child prefers a safe, orderly, predictable en-

vironment. Under perceived threat or insecurity, safety needs may

dominate the individual's orientation and lessen the influence of other

&
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neceds. - For example, a student who is physically frightenoé of ?n{')ther

i

child may be more concerned with avoiding a threatening situation

“than with classroom learning activities.

Needz;for love and belonging in\)plve_ghe oppoqrtunity"to give as

o

well ._aé _r‘ec'ei\?‘e affection. Tk}e individual desires a place in social
4 gr‘oups sgc'h as thé family .or 'pee_r group.

éhildijen am% aciults alike have a need _for- a'pos‘itive‘ self -image
“based upof; a relativ'ely‘ stable,~ positive éelf—evalu%xtion and on the-

esteem -of others. The individual may express his need fér esteem ¥

, through compet'ence', mastery, adequacy, achievement and recognition.

Initially, these needs are satisfied within the home but, as the c}xild

" becomes ihVOIVed;Qwith the world beyond his doorstep, other persons‘

assume importance.in meeting this need. Satisfaction of self-esteem

2 -
5

‘needs usually leads to self-confidence and a sense of personal worth.

152

'Conversely, thwarting of these needs may lead to-feelings of inferi’ority,
. : .

weakness and discourage}nen‘c.
The need for self-actualization is the need to become all that
one has the potentiality to become. It may be expressed through many

different kinds of pur suit_‘s.‘ Those who achieve self-actualization are
o
presumably among the heait'}liest in society. e )
Maslow (1968) believes that ?here are positive impulses in all
people to satis.fy curiosity, seek knowledge and exp}anations as well as

gain understanding. These positive motives are seen as opposed to

negative dete¢minants of learning such as anxiety and fear.



e - : : - o _
Maslow views the thwarting of needs as fd_ndamental to dis-

couragement, ncur-oti&sm and '[)sychopathology, depending upon the

‘ severiity o’f.t_.he' bllockage. When the basic needs are satisfiéd, however,
“the individuamlvis able to directm en;argies into some kind of produc—:
tive work 01'- relationship. Early parent-child rélatibnships and an’
intimate home and family.ilife provide the child with the crucial in-
gredients of .acEeptancé, affection and p'raise. These produce self-
;onfidepce, spontaneity and cog.pitive skills which enable the child to

. » . »
Nnaster or cope with his environment.

- Piaget

t
'S

Piaget views development along a continuum. He sees it as ''a
functiéﬁ of complex interaction between many factors ... including ...
the nature of the social environment, and the infant's rate of physical
mavtu‘f“ation” (Ginsburg & Opper, 1969, p. 68). Piaget djlscar_ds the

. : : T
dichotomy between the)cognitive and the soc%él-emotio’nal (Kohlberg,
1968, p. 1014). His 'cdgni‘tiv_.e-developmen‘tal view is bas;ed upon the
premise that cognitive and affective structures emerge na‘turally’frovm-
the inte raction between. the child aﬁd his envirodmenf. .

In Piagetian theory, the child is an organigd entity which ac-

commodates itself to external reality. During the first two years of
life, theo sensorimotor period, thg infant mo:ves from reflex interaction
with the e'nvironmen‘t to syrr')‘bolic thought as a means of controlling his

world. Development proceeds through a process of decentration.

The child begins life in an undifferentiated state where he cannot
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separate the self from the cnvironment. Initially,l he does not have'a
mature object concept;and the world is "a series of unstable and’un-
connected pictures' (Ginsburg & O'p;')e‘r, 1969, p. 68). Neither the

self nor the environment exist as separate cntities. Gcne'ra-lly, by the

.

age of two, the child is able to differentiate between self and objeit \‘_f

the ! me" and the "not me“ ‘ ‘ . /
¢
AY

Self-'eValuation,' for the young child, is a result of evaluations
made by parents, siblings and playmates. His thought pattern from
ages two to'four is egocentric and concrete.

During the sensorimotor period the infant
develops his abilities in imitative behavior.
When he is proficient at imitation, at a later
age he begins to imitate internally, and there-
by he forms the' mental symbol (Gin
) Opper, 1969, p. 84).

Although an adult's language, to some extent, fordes a child to con-

sider the world from a new perspective, the child interprets events in

3
3

terrné/of his own personal system of meanings. - The child's meaning

is not necessarily the same as fhe‘adult's. Because the child's frame
: i : . 4
of reference is particular and concrete and his language system not

fully deyelope‘d; adults' actions make more impact than their words.
From four to seven years (the concfete operations stage), the
child's thought pattern is characterlzed by syncretlsm and Juxta—

/

p051t10n. At thls stage, children's speech and commun1cat1on patterns

are still egocentric, Information is interpreted idiosyncratically.

Children of these ages, according to Piaget, have an absolutist concept-of

1>
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rules but often do not follow them. They sce adults' dictums respéctfully

but feel if an adult did not make them,' the rules would be wrong. Their

behavior is egocentric alse. Children below seven gcncfally cannot shift

their attention from themselves to others and, therefore, usuall.,\y cannot
. - \

e

consider another's viewpoint or needs.

‘ Eérly in elementary school, the éevelopmént of conséience, moral--
: : ;

f
!

ity and values begins with the emergence of representational thqought and!
N - /’ .

the recognition of the rev%rsibility of rules (Piaget, 1932). The child ,fhen
begins to develop a self-concept which is distinguish'ablle from the outer
world and, during pre-adolescence, feelings, concepts,/"atfi't‘ildes.and self-.

understanding become important. By eleven child;;e‘h/'sb‘thought patterns
N | - R o

have become decentrefd. They are able to reconcile disparate ideas. They
\\ C - - > . : -
are also able to express and consider others' needs and feelings as well as

their own.' Middle childhood is an ir_np_orfant period for the development
of the self-concept as the individual must then reconcile his values, ideal

self aﬁd performance with the reality of the external world.

Piaget does not view f;he(s;"e stage progressions as inviolate. Thought
and behavior patterns are ag/e‘re-la,ted but not gge—detefmined. -An eleven
year old child, therefore, ‘might be able to decentre cognitively yet be un-

able to consider,or recognize others' rights. ' His cognitive pattern could

be of a high level yet his awareness of others be at an idiosyncratic stage.

v

Purkey

Purkey (1970)*vi_ews self-concept development as involving moti- -
yvational and social constructs. He places?h\‘eavy“emphasis on the actions of

2

.
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‘significant others afW\the individual child's interpretation of their actions.

Self-awarcness is a basic human condition which
emerges during the early months of life. Grad-
ually the infant begins to recognize the prescnce
of significant others which sets the stage for the
beginnings of awareness of sclf as an independent
agent (Purkey, 1970, p. 28). ,

The child, from infancy, cognitively organizes his world.and is intrinsi-.

<

cally motivated to control it as a means of ,maintaining constancy. ''The |

self is not instinctive, but is devéloped as a process of experience'

(Purkey, 1970, p. 30). Purkey views the self as‘plasti.c, changeable and
capable of growth and actualization.. . x

Parents are seen as particularly importént to the child since they

provide the earliest appraisals and determine his particular environment,

the most

whether supp‘o‘rtive or punitive. The first two years of life are
_ : v o

critical in forming the child's opinion of himself. The important vari-

ables for positiVe self -concept development include affection, positive

o v
-

ef‘jfér the child's capabilities and the child's interpretation of the

express§q views.

Purkey sees the ’schcv>ol as the second most important infl:uve_nce

. on children's self/-concepts. He i,s,' however, somewhat pegsimistic
about the value of the current school experience as ma;ny:"emplby a
punitive app;oach. P‘unis’hment, fail.urevand' deprecatién are character-
istic" (Purkey, v197.0, p- 40). 'Th'e teacher's attitude’s toward himself
and hiswstudents are most importaPt tb the development of ch-ildren's

self-concepts. An-atmosphere which will enhance positive self-

development includes the following factors: challenge, freedom, re-

»
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spect, warmth, control, success. (Pnly through a combination of all
_of these variables, plus a large mcasure of understanding of individual

students' vi‘:wpoints and life experiences, can the teacher encourage
. ‘ )
positive self-concepts.

Dinkmeyer -
. | | N
Dinkmeyer finds that ''the self-concept and the life-styleare

the keys to personality’ (1965, p. 184). Viewing development pri-

marily from an Adlerian viewpoint, the child's most persistent need
. - ' .

\ o ‘
is to find a place for himself in society. The child's self -concept-arises

out of his need to belong. .
All of his traits--physical, mental, social,
intellectual, moral and personal ... inter-
act to give him his view of the world. These
traits in continual interaction with significant
others provide the basis for the development .
of the self-concept (Dinkmeyer, 1965, p.. 189).
| .

Man's behavior is viewed as purposive and goal-oriented. His

interactions Qith:significant others are of paramount ivmportance‘as
they shape his perceptions of the world. Self-discovery is seen as a
éonfinual process ''not appearing at a specific tim@ev‘but céntinuing H
throughout all develﬁopm\ental stages (Dinkmeyer, 192;5, p. ’})93).

| As the child develops, he is expésed to home, school and com-
mur;ity' 'experielllces. The home is important .because‘it offers the

first acquisition of values, rple assignment and feelings of adequacy

and se C\;rity.

School\pro.vides the {pportunity for reformulating the self- -

L,
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concept which ""must be looked upon in a process of continuous change

[y

altho'\‘;‘gh directed by a central core of stability" (Dinkmeyer, 1965,.
p. 194). Because of the tecacher's influence .as a significant other, she-
‘is active in shaping the child's goals, concepts, convictions-and atti-

tudes, As the.child becomes less degeﬁdont upon-the t¢acher, he
becomes more depcnd;cnt upon the peer group and tex;lds to gain part
.of his identity from 'o-thet children.

The community is seen as having an effect upon the child be- _
cause of his parent>s' stat\}s'énd the' effect local values have up.on
school and social services which infiuéncé his sulx‘roundings.

‘(b) Research

. @ : . .

. Research suggests that the self-concept develops throughout the
early years and tends to remain stable throughout life. Studies em-

-

phasize the importance of early home and school experiences on

~

children's personalities and achievement patferns;
-Kagan and Moss_(1962) found that aspects of adult personality
begin to take form during early childhood. - They state:

The continuity betweén child and adult be-
havior generally became manifest during

the first four years ofischool. This relation
was clearest for ... withdrawal, involve -
ment in task mastery and social spontaneity
(Kagan & Moss, 1962, p. 272). ' -

The authors suggest that since withdrawal from.anticipated failure be-
. comes a péttern during the early school years, "'remedial or ther-

°

apehtic'interventioﬁ should be applied earlier in the curriculum than is
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- now the case' (Kagan & Moss, pi 272).

.~

In summarizing their research on the stability of behavior from

childhood through adulthood, Kagan and Moss (1962) made the foliow-

ing obs‘ervationsfz j ‘ ‘
1. Both achievement and recognition striving behaviots
for age 6-10 showed significant positive correlations
with similar behaviors during adulthood, the corre-
- lations ranged from .38 to . 68 and all were sig-
nificant at the . 05 level or better. “ ‘l\ :
‘ : \

2. The amount of increase in IQ score during tiue (‘years i
6-10 showed high positive correlations with;he
ratings of achievement behavior during adulthood ...

- The results suggested that achievement strivings
during the first 4 years of school are a good index
of future achievement behz%vior duririg adolescence
and adulthood (Kagan & Moss, 1962;-p. 512).

Bloom's (1964) longitudinal study of aﬂq’hieqfe\ment underlines the

: 7 N :
importance of early learning experiences. /He r\gt_gd that approximately

50 per cent of general achievement in grade twelve was actually/piajzl\efé
} s ‘ : ™~
by the end of grade three. Bloom summarizes:
- This suggests the great importanceé of the first
few years of school as well as the preschool
period ... the implications for more powerful
and effective sc}ipol environments in the pri-
mary school grades are obvious (Bloom, 1964,
p. 127)..

5
N o P

L /
A four year study of self-concept development (Stz‘mwyck, 1973)
/ N

found a "sharp drop from grade'two to fp{;" (p. 178) on self-concept-

-
-

scores with subsequent increasesﬁ,/or both boys and girls to grade seven
- W ad V" .

except for their perceptions of scffoql comypetency. - Anxiety was found

\ ' :
to be ''significantly related to self-conc ‘level at all grades' (Stanwyck,
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1973, p. 178).

Coopersmith's (1967) study focused on the conditions which
foster ac’i-cqua‘tc s?lf-conce,pt and sclf-esteem development. He views
the formaﬁon o% the ;;elf-conccpt as a proce'ss similar to other cc?qcept

formation: "'The child begins with some very global and tentative hypo—

) (<]
theses about himself and uses ... (them) ... as a means for categorizing

‘ sdbsequent experiénces" (Coopers‘mith & Feldman, 1974’. p.. 200). vWith :
increasing experience, the child‘s self-concept becomes m(;re definite
and stable but it remair;s open to revision and change.

In studyir;g 85 subjects intensively, Cooper-smith 'uixve\stigéted
their lsubjective and obje;tive se}f-esteem ratings and squght to identify
parent-;fxl éffects upon self-esteem development., His results iﬁdicate
that a hi"gh' de'gre‘e of self-esteem maf be fostered by similar practices
in the home and s?:hool: ‘a warm, nurturant relatiolnship, reagonable
standards of beha;rior, rei;’l,lforcement for appropriate behavior and’an
emphasis on reasoning and decision ri{aking.

Engel (1962) inyestigated the stability of the self-concept in 172
middle class a..dolesc‘ents/. She concluded: ‘
‘{\1. Relative st:.bility of.the self—concgpt was demonstrated
by an overall item_—bpy~iterr§ correlation of . 53 between
Q sorts ob}ainéd in 1954 and 1956, with an instrument

of which the test—retést reliability is . 68.

2. Subjects whose self-concepts were negative at the

first testing were significantly less stable in self-
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concept than werce subjects whose self ~concepts were
I

B .‘:pu.\itwc,m .
"A_'& W !«‘W

-

»

). Subjects who persisted in a negative sclf-concept over
|

the twnwyf:ar period provided ;vvidcncc of significantly

more maladjustment than subjects who persisted in a

posit.ive‘ self-concept as measured by high scores on

the MMPI Psychopathic-devianc“y_and Depression scales.
N .

4 Subjects who showed less régard for themselves on the
Q sort on retest also shifted toward significantly more
maladjustment on scales Psychopathic-deviancy and
Depression of the MMPIL,

5. Subjects who showed more regard for themselves in
the Q sort on retest, shifted toward significantly more
adjustment on peer ratings.

6. The positive self -concept scores increased significantly
between the two testings for the tenth and twelfth grade
subjec'ts, an increase which could not b‘e attributed
entirely to the effect of regression.

(Engel, 1962, p. 215)

(c) Significant Others

Of fundamental importance to the child's development are his
interactions with significant adults 4n his life, particularly his parents’
and tgachers. Peer relationships, as well, are influential in self -

concept development. _ The child comes to know himself through the
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responscs that other individuals and groups make to his actions, He ois
3 .
v

moulded by the repeated behaviors of others.

Parents
"The family is the most significant single influence on the

development of the child because it is there that basic attitudes are

o

formed' (Dinkmeyer, 1965, p. 192). Parents reflect the child's

.
carliest appraisals. Rescarch indicates that parental expectations
are internalized into self-perceptions (Helper, 1960; Shaw & Dutton,
1965; Brookover, 'Ix‘—}.l"(‘)mas & Patterson, 1964).

“Marks (1973) reported a close assoc¢iation between the child's

self-concept and how he feels his mother sees him. Both Coopersmith

(196%) and Taub (1973) found/a klose association between parental and

. ~ ‘
child self-concepts (Coop¢rsmith: p{.01; Taub: r = .38).
N’ ’ -. N
The clearest picture of the enhancing home énvironment is re-

-

ported \;y Coopersmith (1967). The critical variables which lead the

individual to value himself include parental warmth, re Sp\Cth}ul treat-

Y

ment and clearly defined limits. Purkey (1970) concludes that parents
must not o’nly consider the attitudes they express toward their children

but also be sensitive to how the attitudes are being perceived.

| /
» Teachers o .

14
Children enter school with a predisposition toward achievement

-

or underachievement. Once there, the teacher assumes the role of

a significant adult. ''A teacher not only teaches a child how he should

e
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"

perceive himsclf but influences an entire class' attitudes" (B>rown &
Macdougall, 1973,. p. 321). \,Accordlng to Brown (1971) and Mattocks

and Jew (1974), the sch0®1 is the only hopc for improving self- concepts

which haye been impaired in the home environment.

w

In the class'fodm, :chi»ldreﬁ's affective, cog‘miti;/c and academic
sclf-concepts m‘ay be enhanced or discouraged. The child .‘-:syho comes
to school assuming he is capablé ;>r incapable of succee‘di‘r‘lg will tend -
to re s;)ond'to 1carning‘ situa’tﬂjlons in a prgde@ermined manhe r.’ .The
teacher, as a significant ac_lultu, assumes an important role in faci:litating
the development of her students' achievement and their positive feelir;.gs
of worth.
/‘_\ The most extensive review of teacher influence on students'
self-perceptlons and performance was undertaken by Rosenthal (1973).
He found :chat stu,dents tended to produce behavioral or academ;c re sults
coAnsiste(;lt with the teachers' expectations. Children viewed as briéht
received more praise and responsive teaching methods; those perceived
as dull receivied less encouragement and were f;equently ignored.
Fleming and Antt§nen (1971) also reported that '"high-opinion teachers
ten:ied to b,rr'mg about higher 'acad.emic performance than low-opinion
teachers" (p. 833). | ” o .
Children tend to perce.ive themselves in accordance with how
»
they feel their teachers perceive them. Davidson and Lang (1960) found

that children's perceptions of their teachers' feelings toward them cor-

related positively and significantly with their own self -perceptions

..
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~ students and thereby generates in them a feéling of greater self-worth

.83, p¢.001). Brookover et al (1964) ré’ported similar results

(r = .55, p{.01) as did Jones (1974). The more positive the children's

4., perceptions of their teachers' feelings, the better was their academic

ach;eyérhen»t a;'id th;a more de sirablfi. was their behavior. vSubsequent

studieS'(Jasik, 1972; McQGee, 197"2; Ross, 1973; LoVette, 1974; Aspy &

Roebuck‘, 1974) reported results consistent with the. ébove fin‘dings.@
The teacher; ‘then’, is not merely'a dispenser of knowledge.

She has a mi‘rrorin‘\g, , reflecting function in facilitat{ng the discovery of

self (Randolph & Howe, 1966).  The t'eacher wit~h‘ a high personal self-

concept and an accepting attitude somehow transfers this image to his

simply t-};rough -_teaching behaviors (Trowbridge,‘ 1972).
Id'eallly,’ the teacher serves as a I;nodel for %c\)_sitive attitudes
and behavior and éreates a climate.A of understa.n‘ding, acceptance and
encouragemeht. Children's ability to acquire coghiti\;e concepts is
enhanced. This type of learning is intri.nsically inspired. In cont.rast
to being contrived ’for external rewards,. it becomes interndlized, re-

levant énd permanent., , , .

Peers

The affective self -concept is important in the formation of social
rela;tionships, a task of the middle school years (Havighurst, 1972).
Barclay (1966), in reviewing numerous studies and theoretical formu-

lations, noted that children tend to develop a social-behavioral repertoire
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which remains rcla’tivclﬁ{_,constant and impervious to change in the ab-

“«

sence of intervention.
In a two and one-half year study, Weinstein and Fa‘ntini (1970)

identified three major concerns of elcmcnta('ry school pupils: self-image;

disconnectedness, a wish to establish a link with peers; and control over -

one's life. 3 Reéults of. subsequent reéearch confirm the se expriessed
concerns. Rosenbe'rg (1972), ina s dy utiliziﬁgUZ, 000 subjects from
grades 3 to 112, found ‘a ""strong ass ciat:ion betwecen the. s'elf—::oncept
'alv'ld happiness (with) self-cohsciousne S aIB an unstable self-concept
tepding to produce unhappiness' (p. 417).- She a_.lso‘reported that both
boys and girls érow more concerned with peer scceptance as they emerge
into adolescence. =

Children-with behavioral,difficufties ny#en have problems estab-
lishing positive relationships with both teachers and peers.” Using
pro’jgctive draw“ings an,d teacher'ratings for grades one and six
children, Loney (1974) found a strong assoc'iatidn between impulse
control and affective self-esteem fQr the‘ older children; u(boys:vv p(-001;
girls: p_(..OZ‘). It was suggestga that because impulsive yéuggéters
receive negative reinforcement from adults and peers allizke, they think
of thevmselves as\invadequate and unlikeable, Fryrear*(1975), re‘_viewing

research, linked delinquent behavior to low self-esteem.
g )

"

Influence of the Self -Concept on Achievement

'

A large body of research stresses the significance of an ade-

o

\
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quate self -concept on school achievement. Only one study focused

specifically upon academic self -concept. Others investigate the in- -
fluence of self -concept on ind%r?d\\:ak\| general lfec‘l'mgs of worth. -

Brookovcr et al (1964) conducted a study of 1050 seventh gradé

“students to determine whether their self- concept of ablhty in school was

positively related w1th thelr ‘academic performance. stng an eigh"t—
item, multiple choice qucstlonnaxre to detcrmlne academxcvself-
con’cépvt, the researchers.controlled for 1. Q. through an administration
of ‘the California Test of Menta.l Matﬁrrty. The results indicated a |
significant correlatign {r = .42.; males; T = & 39,. \femalesj) between
academic sWt and Grade Point Average. | ' ' .

Coo‘pe‘rs 1th (195?) found a positive co’rrelarion (r = .36, p¢. 01)
between .high self-esteem and academic success &s assessed by the
Coopersmith Self-E steem Inventory and the .IoWa Ach.ievement Test
with grade five and 51x pupils. |

Williams and Cole (1968) utlhzed The Tennessee Self- Concept

Scale and the Reading and Arithmetic sections of the California
Achievement Test Battery to investigate the elatlon between self—
concept and school adjustmeni'for grade six stddents. Self -concept

. ”“Al M

and reading achievement were poéltlvely correlated (r =. 31, p¢-01) as

N o
7

were self-concept and arithmetic scores (r = .33, p(.Ol). They deter- .
mined that '"'when intellectual ability is controlled, self-concepf is a
basic causal factor in determining achievement level in school" (p- 480)..

In a study of grade three children's self-concept and a'chi‘eve-

-~/
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‘ nlc'nt, Colhe (1974) uscd the Chilvdrcn'\‘s Sclf-C-anept In'.dcx ;_1nd thg
Mcﬁropolitah Achievement Test, Si‘gl,nifican't coi-x"clgxtions (p ¢. 05) were
found b w :n sclf-contept and rcaaing, 1angAua.Lg‘c and ’rnathematics.b

Many stydies have focused-on ihc felationship.bctwcen self-
conée.pt a‘nd‘rfeading achievement. Bodwin (1959) found that réading-
disa-bili‘ty and ncg;tive sclf -concepts correlated sig.r;igi,ca‘ntly at the
third grade level (r = . 72, p ¢ 05) and the sixth gré.dé ‘lvev‘e‘i (r = .62,

¥

p.(. 05). Jackson's (1973) study of fouyth grade students and Lawson's

~

(1974) inve s‘giigation of fifth grade students both found significant corre-

~ . ' )
lations (p(. 05) between self-concept and r'éadi.ng achievement. Studie{gﬂ
by Shaw and Alves (1963), Dyson (1967) and Denerll (1972) found’t};xat i {

i
&

K ‘ high reagiug achievers reported significantly ré*wre positive (p( ..05).. ”,

self;concepts than 1qw achievers., .= _ S
Research indicates that the’ relationship :betwcen self—c9ncépt } )

and aéaderhic succe ss__rﬁay be _é stablished very. early. Wéttenbe»r'(‘g and .

’CIifford (1964) used verbal Emd beﬁaviqral measures of self-concept Qy‘

(tape 'reic‘ord.ingé which weré classified by two independent .r.aters ifito | -

Competerice and Personal Worth as well as independeri‘t behavioral

ratings). They foun_d that the sellf-‘cboncept 5corc§ of kindergarten

children were 'significantl-y predictive of later progress in readi%g

(p (. 05) but not signﬁicantly related 'to mental a\tbAilitby. This study's

)

Tesults indicate that a child's feelings of self-worth and confidence

appear to have more influence on mastefry of reading concepts than his

actuah intelle ctual abilities., 5 ( _ o -
N\ ‘ : i v
4 \ . » , :
A . . R . . PN



. - From the cvidence, the child with a negative sc'lf-concept

appears to be led into a vicious circle. With initial self-perceptions

inhibiting learning, subscquent failures reinforce a negative image.
—— :

The child with an inadequate self-concept not only fears failure but

expects it. ‘The child who views himself as competent cxpects success.
Previous situations hgy¥e reinforced him in this pattern.’

o ‘ ; E
Use of Developmenbal Guidance Programs

‘ Dévelopmcntal guidance _attjernpts to facili‘t}ate‘ children's ipersonal
growth ~by intégrating ﬁognitive and affective factors (Levine, 1973).
Basic to successful development is a healthy persohali‘ty whére, acco_rd-
ing to ;Erikson, the individu-al "actively masters his environment, shows

_a certain unity of personality, "and is able to perceive the world and

himself correctly’ (1969, 'p.y 31).

(a) Goals of Developmental Proérams

<
s

‘ A devéloph'lental program focuses on b’a‘sic 'seq~uentia1' stages
‘of cognitivé- and emo'tionai devélopmenvt.. The prograri:‘; is cpncefﬁed
with enhancing individual growth and masteify of eac—}l:\stag‘e.. A deve'i- :
opmental guidance program is premised on\the child be'm'g at a crucial
e%stage in the fc;rmation éf his se%r—xfept énd hig attitudes toward him- .
self, othefis,‘ and écho_ol achievement. According' to Valeft (1972) the
‘primary emphésis is on the total human being.

Particular goals of a develoﬁmentai program, in terms of

-

facilitating child performance, include: A ’ )
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1. Assisting the child to develop-increased self-
‘understanding of the relationship between his abilities, '
. p
in‘te-résts, achievements and opportunities;
2. P.romoting increased self-dircction, problem-solving :
. / and decision making;
, : o, . :
3. Developing wholesome attitudes, convictions and con-
cepts about self and others which result in the "fully |
functioning child"; “*
4. Assisting the child in understanding, planning, making
EE : o e
choices and solving present and future problems;
5. Developing a sensitivity to the néeds of others; a
social interest in a desire to co-operate with others;
6. Understanding the causal and purposive nature of
behavior and using this knowledge to understand the

self and others; -

7. ASsisting the child in solving the fundamental tasks

o - -
'

of life in the area‘s of work and social development
(Dinkmeyer, 1968, p. 195).

All of these goals focus on learning _a'ctivities which result in productive,

responsible actions and develop.the child's abilities to function for him-

self and others (Vallett, 1972).

2

(b) - Research with Developmental Programs

o Since 1966, considerable time and effort have gone into formu-

lating developmental, group programs to influence more positive self-

-
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concepts among clementary school children. The programs emphasize
f .
classroom experience and not particular children with particular pro-
7 :
S

S .

blems: - . .
Because much of children's learniﬁg occurs in
groups, it is assumed that group Counselli‘ng
offers the most cffective and economical ap- @
proach for new learnings and for the unlearning

. of ineffective attitudes and behaviors (Myrick &
Kelly, 1971, p. 137).. '

T
/
K
]

{

Preventive classroom measureé based upon the devélopmient:f‘lxépproaéh
are becdrning the focus of professional attention. .
The use of group procedures at the elementary level has ensued

- from the vast amount of rescarch and experimentation done with adult

" groups (Dinkmeyer & Muro, 1971; Befne, 1966; Bales, 1950). With

P

the inception of guidance pr;)g;‘ams j.n the early'grades, group pro-
cédurés have been instituted. .Accrof'ding to'Dinkmeyer and Muro (1971),
the process "focuses on théughts, feelings, attitude‘s, values, pﬁrposes, -
behavibrvand' gogls of the individual and the total. group" (Dinkrn’e'y‘ef&
"Muro, 1971, (p. 2). .’E[‘hrough interactions with othg s, the individual
‘ child is able to evaluate his feelings and actions and.effect change.

Research into the effects of developmental group counselling at

the elementary school level is sparse. Currently, it appears to focus
' on remedial rather than preventive aspects. Attention is generally
focused on the efficacy of group procedures over traditional methods

of therapy with concentration on behavioral manifestations of affective

change such as lessened anxiety (Gumaer & Voé)rnoveld, 19%)} in-
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y

creased \réading achievement (Martin, 1973); more poéitivc school
attitude (Cuibcrtson,a 1972), morec adaptive Bchavioi‘ (Maicrhofer, 197‘1)‘
vand igcre_asc‘d nsclf-cst‘cern (Sallade, 1972; Altmann & Fi;nCSz, 19‘73). -
~Wisser (1971) founci no dﬁfercnce between individual and\group
‘therapy with grade five boy; ‘,Shaw (1973) attempted to utilize cfass-

room management tc?chniques to alter grade six students' choice status .
and self-concepts. He found role playing a:nd sociometric devices were
ingffectivé. .Difficulties cited included a shgrt tré-atmeht administra-
tion and persistént negative self-conc:ept-s. Similar results and
diﬁficulties were reporteq in two afiditional self -concept studies (Higgins,
1972; Mart'm-,‘ 1973) which utilized group counselling techniques. :‘ Group
stud’_ie‘s Which reported significant behavioral cha_nges involyed childreﬁ,
cohnsé_llor and significant adults apd ef1ther teacher or parent
‘(Maierhofer, 1;971; Pl.avtt, 1971; Taylor, 1?71.;‘Pa2‘lmo & Kuzniar, 1972); )
Bedrosian, Sara and Pearlman.' (1970)’ found that teach;r—led
guidance groups were- significantly more eéfe'ctive in developing seif-
) concept than counsebllor'groups (p(.01). They decided that classroom
tcachers can effectively implement a formal guidance progran‘q.w‘hen- they
have been tr;rgned in group techniques. This type .of interventioh_ helps
prevent the accumulation of bressurf"'s__é.nd frustrations and reduces the
counselling needs‘of ch‘ildreq (Be‘dros'ian, Sara & Pearlman, | }970,
p. 131). Counsellor-initiated programs which teachers‘carriveci out

also proved effective in studies by Jasik (1972), Retish (1973), and

Brown and Macdougaﬁ (1973). A comparison of the effectiveness of
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group, individual and teacher counselling by Hagen (1‘)7”0) found that all

38

experienced similar positive score'changes.,
Qs .
Drowne's 1971 study focuscd on the effectivencss of three

separate techniques in facilitating positiv"ﬁe changes in self-concept.

She used four small groups of five members each: two verbal counsel-

‘ling grou two play media »cournselbling groups. Study results in- -
_ dicate that for younger children, play media is the most effective
change technique. Howard and Zimpfer (1972) found that nondirective

play therapy in a group setting appeared to be the most facilitative

theralyx{épproach for young children.

In reviewing the studies, it appears that teacher-led groups are

effective. in positively altering children's self-concepts. Counsellor

assistance is a nécessary condition in-initiating and monitoring the
evidenced results in successful studies. However, significant be-
‘havioral and affective changes were also found in group studies which

involved counselloré working with both children and significant adults.
|
Confirming the effect of significant adults' perceptions on children's

-

self-concepts, young subject's involved in these studies experienced”

[

upward score changes in their feelings of academic and socjal com-

. petenée. Ybunger children appear to respond most appropriately to a

o« . =

multisensory approach involving play materials rather than through

discussion sessions only.

(c) .Developing Understanding of Self and Others

The.' program, Developing Understanding of Sélf' and Others
. . » -
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(DUSO—DI, Dinkmeyer, 1970; DUSO-DII, Dinkmeyer, 1973), is speci-

fically désigned as a planned, deyelapmental group experience to help
. o .

build self-concept and feelings of adequacy in chitdren. Through the -

use of stories, music, puppetry, .role-playing activity and problem-

-solving experiences, children are expected to become more aware of

& -

soninl-emotinngl behavior. It is sif‘nilar,‘ 'althou.gh more elaborate in -
design, to the effective téchniques‘reported by Drowne (1‘97‘1)'3.md
Howard and Z,impféx—‘ (1972). It differé f'rom other developmentai pro-
grams such as '"'"The Magic.Circle" (Bessell & Palomz:res, 1970) and

)”Self—Enhancing Educatiocn" (Randolph & Howé, 1966) in itg multi-
sensary appro.ach,' a desién which, from available research, seemis
more effective wi’chj elementary school children.

Specific areas of concentration in the DUSO p'rogram are divided

into eight units of understandings which correspond with developmental -
./; ! ’ Co 3 s

_f)rogram aims (Dinkmeyer, 1‘968, p. 195). "The total program is_)()rgan-‘
ized around eight major themes rep'resent'ing so__cié.vl-psychological
developmental tasks" '.(Dinkmeyer, 1973, p. vii). The unit and cycle -
themes of the DUSO - DII include’: | | ) |
| /"P';Wéxld Self-l’é;r:tiity:” Developing Self-Awarene_s; and a
Positive Z’Self—Concept | |
Towaxld Friendship: Understahding Peers
- Toward Responsible h‘lt"erdependenc'e: Understanding

"Growth from Self-Centeredness to Social Interest

Toward Self-Reliance: Understanding Personal
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- Responsibility
. ~ . . N
’ Toward Resourccfulness and Purposefulness: Under-
'+ standing Personal Motivation 3 ,

Toward Competence: ﬂnderstanding Acc.ornplishmer'lt

Toward Emotional Stability: Understanding Stress

EN

TowarL:i Responsible Choice Making: Underétanding
Values y
The pr(;gfam is designed to be used by significant adults such as the
classroom teacher or.counselior. Dinkmeyer (1971a, p. 15) writes
‘ r _ .
that three ‘yea‘x%(of planning; evaluating and field testing were invoive_d
in the construction of.the DUSO-DI program. It; re‘sulted fro;'n teacher
ideﬁti.fication of specific developmental problems whi:ch thg\?r observ‘ed
in children but felt we ré not beingﬁ’ade'quaxtely provid¢d for 'm.the school ¢
program. AFié}/d te sts in '1968 and 1969-1970 were employed to modify,
refine and develop materials. Following gublilcation of fhe DUSQ-DI
Prégram for kindergé.rten ard primary grade students, the DUSO-DIL
fér upper elementary stﬁdcnts was published. "Its basic format is
similar to the primary model but, in additi.on,T it provides career-
oriented rg'\aterials.‘
‘ Dinkmeyer comments:

The program is based on a set ’of lessons
and experiences for the total classroom. It
focuses on normal developmental problems.
‘The lessons are designed to be conducted in .
a democratic atmosphere which encourages
full participation ... each child is en-
couraged to present his feelings, attitudes



41

and reactions. It is vital to stress that there
are no right or wrong answers.Y The teacher
must be capable of hearing the feelings and
perceptions of the individual, in contrast to
cmphasizing judgmental transactions and

evalua_tioxbo’)l#pupib' contributions '
(Dinkmeyer, 1968, p. 213). . ‘

De spite enthusiastic reports of tca\cherjnd counsellor accebt—
‘ance (Zing.le, 1973; Yo;ng, 1973; \}an Eldik, 1973), 'rcsearch on and
validation of DUSO has been limited. . Koval's and Hales' (1972) study
of primary children indicates gains, as n;éasuréd by the CTalifornia
Test of Personality,” in independence and accep‘tance‘ affec't/cd by both
DUSO experience ahd grade level. 'A’second stu“dy (Eldridge, Barciké&ski
& Witmer, 1973) found a significant diffierence (p<. 0‘5) in self-concept

. S .
as measured by t'};e‘ DUSO Affevctivity Device between experimantal and-
éontrol groups. Othe; measures employed, the Piers-Harris Children's
Sel’f-C;)ncept éce;le‘; The Children's Self-Concept Index and the \
Califc;rnia Test of Personality, reveéled no s;gnificant diffe;ence.i'
Young (19’7\3) found an irnnproyement in children's self-image and their
behavior toward ofiﬁers but noted that the competence of individpal |

teachers can play a role as one worker involved in the project produced

a significantly negaﬁve effect.

Summary

Research indicates that the self-concept is metadimensional.
While the self-concept comprises the individual's view of himself, self-

esteem is the value he place’s upon his success, capability, significance
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and worth. Both the sclf-concept and the resultant level of self-esteem
have a, significant influence upon copnitive, academic and alfective

functioning. Children's self -concepts and their self-esteem levels
i .

‘rexert an influence upon achievement, motivation and interpersonal

«v

rélationshipé.
Children with adequate self—cor:écpts\ and sulf—cstcem face sit-
uations confidently, expecting sutcess. They tend to be optimistic and
perceivé situations from a posiéive stance. Those childien whqgger—
' ceive themselves negatively are likely to fail in school and have
difficulty with adult aﬁd peer relationships. @fmtive self—concepts

lead to anxiety and fear of failure and the unknown.

7 5 ) 8
The foundations of an individual's self-conceptare laid in
infagncy and become streﬁgthened through early experience S:Pssycho—
. o ‘ﬂ. N ’ : ’&’
logists unequivocally view the parent-child relationship as the most

‘crucial compc?ent'in the forhagion of the child's self-concept. His

interactions with siblings  particular social and phiysical envir -

onments also play signi.fica‘nt roles in shapipgv his feelings of worth and
o ¢ ‘
capai%ility. Research indicates that, although the self-conceptis a

relatively st ble part of the personality, it can be enhanced or hémpered
: -

through social and environmental relationships.

When the c‘hild enters school, the teacher assumes the role of

kg

b

a significant adult and her views are incorporated into his self-

perceptions. Peer interactions also are important in shaping or alter-

ing the individual's view of himself. The child's perceptions of success
. S -
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or failure in both acadg-mic and social situations have an efféct upon
] .
/ .

achievement. Resecarch studies consistently emphasize the importance

b N

of the self-concept upon school success, social q‘)clationships and
-» : .
emotional development.
According to Lewis (1968), the school is the one situation whefe

] . : . .
ipadequate self-concepts may be enhanced so thHat children are free to
learn and experience pdsitive relationships withvothers. Through
positive interactions with the teacBker and peers, the child's self-concept
and.his perception of worth may be facilitated.

Several planned, devenlopme-nt*al pfogram.s have been instituted

at the elemeéntary school level. Generally, they focus on assisting the

.

individual to understand himself and his needs such as posited by Ma slow.

Accordi‘n.g to Bedrosian et al (1970), developmental anc Jreventive pro-

grams are necessary and desirable from ki'ndeurgar‘t:en to maturity to

"helhp eachpupil understand himseif in relati‘.;o'n to\his need - and to the

demands, o{ his envir(;nment" (Bed_ro,sian et al, 1970, p. 125). Since

research vir‘xdii”cates that probléms rﬁanifested in older childrén are also
> 7'“&

found in the earlier grﬁ,&e's/, early intervention appears to be important
A4 .

in enabling children fo*.leakrn‘ and enjoy social relationships.

The program ''Developing Understanding of Self and Others"

(DUSO) focuses on eight basic developmental tasks identified by teache\rs,

and psychologists. Through problem-solving experiences utilizing a
variety of techniques, children are expected to.become smore aware

of their own and others' social-emotional ;and achievement neeg&s. The

a



(Engel, 195f Wattenberg & Clifford, 1964; Coopersmith, 1967;

r L2 44

DUSO program "has‘bcen‘ de sign.ed‘ to help the child become more aware
of the relationship between his self-.conccpt,vhis sgm?ial relationships,

and his needs, purposes, and achievcrr;ents”.(Dinkmeyer, 1971a, p. 14)7

Although a DUSO ,program.can be irﬁplemen/ted by counsvelluors, its
basic premise is thé"importance of theﬁ“classroom te;acher as a signifi-

| .
cant other in recognizihg and influencing the optimal development of
children's so.cia}l, emo‘tiohal»and achievement needs. By focusing on
relevant 'e‘xperiences, tjf‘1e DUSO program becomes involved with the
tqtal child's intellec"t,‘ affect and behavior. The individual is abfé to
function more effecti'vély‘ in the educational experile‘nce: In such a*

facilitating milieu, the need for crisis intervenrtion is less¢ned.

=

'‘Need for the Present Study

As previously cited, a significant number of research studies
Denerlrl, 1972) have investigated both the formation of the self-concept
and thé effects of self-esteem upon achievement and affective functioning. ~~

Increasingly, attention is focusing upon the remediation of negative

;/self-concepts so that children are able to function more effectively in

sc}}ooi. Generally, current studies investigate the efficacy of g-foupv

7 . . o

'processes over traditional methods of therapy. Researchers propose

Ly R

Ay

that since children learn behaviors and exper'ience feelings in group"

o

settings, th_g"y can also learn self-under stal'lx“ding and make affective

change s in groups.
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Effcective procedures which have p.roduccd’l’changcs in children's
self-concepts have been reported. Rescarch findings indicate that

increased group activity tends to heighten children's self‘-'pcrceptions.

-

Successful group téchniqucs appear to fall iﬁto three categories:

a) counselling childrc_n andvsignifiican’”t adults (Maierhofer, lé?l; Pla;;t,,
.1971; Taylor, 1971;vPa1mo & Kuzniaf, 1972); b) groups vlyed.,ka_y',tea"clfu:r"rrs
(vBedrosian et.al, 1970); and c) groups led by coun‘sell.ors (Jasik, 1.972';

" Retish, 1973; Brown & Macdougall, 1973). For younger chilg}ren‘,l

» group procedures involving piéymédiz{ijjrowne, RENEY! a’qd non-
directive play therapy (Howard &LZ?np'fer, 1972) were found to fl/)e mbbre
efficuacious. than verbal‘tec”hni_ques:. All of these. studies, ho\‘)vevevr, in-
volvéd cl:il.‘dren who wére pf‘%@io;lsly identified as havipg *svélf—‘coﬂr‘lr_cept

I \ t. :
“difficulties. The studies were led from a remedial rather than a pre-

\

. . Lo e~ ._a‘&ﬁ,\t\'A
ventive orientation.

Educators have perceived a need for preventive counselling
techniques so that crisis situations become less prevalent. Kagan &

Moss (1962) concluded that ''the school self appears to grow gradually
o . , ‘
less positive with time" (p. 198). An effective prevention program is

necessary at all school levels. The increasing interest in group tech-
niques at the élementary school level has led to &he development of

formal, preventive programs. Severalﬁguidance programs (DUSO, "The

Magic Circle, Self-Enha'péing Education) have been proposed in bresponse
Ly , . ’ x S ’

ar

to the need for somé typef'of human development classroom program.:

(Dinkmeyey, ”19-70; Bessgl &:Palomares, 1970; Randolph & Howe, 1966).
» ,-3’ i Sy . r ‘ ,

. Y
e L
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Institution of these programs is still at an introductory level and other

.researchers’are prenmentlng with different approaches (Hawcs 1969;

e - \,—"

Bedrosian et al, 1970; Altrnann & Firnesz, 1973) -
The DUSO program is one Ol‘ the most w1dely<y)ili2'ed gﬁida’hce
: 7/ :

devices in Alberta elementary schools. It focuses on common deveiop-.
mental tasks of childhoodr(Dinkmeyer, .1973). Since the elementary
school years are viewed by Dinkmeyer (1970) as being critical in self-

concept development, the DUSO program's- main thrust is the enhance ~

! v ‘ ’
ment of children's self-concepts. Through increased understanding of

the self and others, the program affects children's self—cohcépfé s80°

. - o,
. e
LT M

Foe involved and committed to the educational

V process" (Dlnkmeyer 197'1’@ p 67). DUSO aims are sirﬁilar to other

commercial programs but 1t differs from them in its multlsensory
approach to the mastery. of its eight defined prgﬁlem areas.

- While the DUSO program appears to have face validity, it seems
‘ L w B . Y .
that commercial development is rurining ahead of scientific validat%;".’
of the instrurhent's utility and effectiveness. * Limited research (Koval
; .
. . E SN

5

& Hales, 1972; Eldridge et al, 1973; Young, 1973) into the DUSO-DI for

nm

prima:ry school children has indicated that irdis effective in enhancing ‘

younger chi.“l“dren's self-concepts. No studies have investigéated the
. © *
effects of the DUSO-DII on 1 older children's self-concepts which research

indicates tend to become more difficult to alter. It remains to be proven

that the DUSO-DII program actually does what it purports to do. ) 2

_ 4 . .
Since research articles indicate /that increased group activity



alone tends to h"cigﬁtc“n children's pcrcicptionSvof themscT¥es and others,

~
o

validation of the DUSO progwram"s claims to enhance interpersonal

awarcness and sclf -concept development must be undertaken.

=

The DUSO prégrranx is-expensive to acquire., It is a.ls‘d expen- ,

f

. ' by ; .
sive in terms of the amount of teachér or counsellor training advisable

-before its introduction and in the amount of teacher and class time

.

necessarily involved in topic ,prescnt-ation. It appears that in térms of
monetary and time expenditure, study of the DUSO program's efficacy

in altering children's self-esteem is required;

.

L



Chabtcr III

. Design and Methodology

' Igagah and Moss (1:962) report that children's seli-concepts tend to be-

" The Problem ' B ¥

- This study proposes to assess the effect of a particular DUSO-

DII unit on children's self-concepts. The first unit of DUSO-DI, which

1 -~

deals specifically with develop’ing self -awareness and self -concept, 1is

reported by Dinkmeyer (1970) and other studies (Koval & Hales, 1972;

Eldfidge, Ba;'cikowski & Witmer, 1973) to be successful in positively

altering the total self-concepts of children in grades two and three. No
‘research, to date, has been undertaken to validate the effectiveness of

- a-similar DUSO-DI unit in altering older children's self-perceptions.

come more negative as they progress in school. Since research

.

indicates that the self-concept has significant effects upon children's

2 ’

achievement and social relationships, the importance of an effegctive
developmental guidance program for older children is*;)bvious (Williams
& Cole, 1968; Jackson, 1973; Dawéon, 1974). 1t is, thereforé, mandatory

that the validity of the widely-disseminated DUSO-DII prdgra,m be in-

/

ve stigated.

The dimensions selected for evaluation of self-concept enhance-

/ ment are subjective and objective measures of self-esteem, a dimension

&

- |
of the self-concept. Because children's self -perceptions may, over

time, alter positively or negatively without intervention, treatment and

% - N

48
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and control groups will ‘be utilized to more éccurqtely assess any dif-
ferences due to tfcatmcnt. " Both pre- and poﬂ-mcas'urcsbf self-estcem
as reported by the childfen and bfchaV'iox'aLl manifestations of ck_xange as
perceived by e“xternavl ra‘te_rsvwill be assessed.

Research_vindicate,s.that both counsecllor and teacher fntervent_ioh
can produce positquL chéngés in children's self—concepfzg (Bedrosian
et al, 1970; Drowne, 1972; Howard & Zimpfer, 1972; Jasik, 1972;

Retish, 1973, Brown & Macdougall, 1973). It is Dinkmeyer's belief

that the DUSO program can be effective'ly implemented by the classroom

teacher, a sigqiificant adult, if she has been proﬁided with instruction

in its dynamics (Dinkmeyer, 1970; 1973). This study proposes that

. classroom teachers who spend greater amounts of time with children

than any counsellor are the necessary program innovators.

£
L3

“Research results indicate that the individual teacher's per-

ceptions of children play a s‘ignificant role in how students see themi-
. © ’ - :
selves (Fleming & Anttonnen, 1971; Brown & M'acdougallr, 1973;

Rosenthal, 1973). A se'condar)} objective of this study is to examine

the r'elationship between teacher beliefs about students and instructional

Kw/—style and its possible interaction with DUSO treatment effects

The Sample
."l’he4subjects' in this study consisted of 112 grade five students

at Athabasca Elementary School, Athabasca, Alberta. Characteristics

Q

of the four cla.sses, particularly 1@\ terms of size and the students'
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: socio—.economic‘background were similar. Hcto’rogcncous ability group-
ings‘ in each class were assigned randomly by the i)rincipai. The com-
position of the classes, therefore, was similar. In:;ﬁuc;tion tended to
bevdcpartmcntalizc-d with classes sixifting to different teachers for
valrious. sut?jcét areas. )

‘A\total' of 112 grade five students at Athabasca Elementary -
School participated in the stgdy.l Initial data analysis, a three-way
analysis of \.zari:anvce With one fac:t()r;repeated.(Win‘ex‘;, 1971" p. 539-571),
ﬁecessitated equal pc:pulations., Students' protocols in each of the four
classes were randomly assigned so that each wlass consisted of 28

students, 14 boys and 14Ngirls.._ The experimental and coﬁtrol groups

each comprised 56 students. Lo : ’

Experimental Procedure

Four grade five teachers at Athabasca Elementary School, two -

of whom were enrolled in the spring Educational Psychology 498 course),

Techniqﬁes of Classroom Management, volunteered topérticipate in thg'
studvy;‘ Two teachers functiohé\ci as a control pair and student behavioral
raters while those ernﬁgl'.ylfe“d' in-the spring session coursé‘ volunteered to
ﬁtilize the DUSOrIII)II"“IE’if as part of their program requirements. The
L} . .

teachers; all of whom had at least five years classroom experience,
were judged competent and effective by their priﬁcipal.

The teachérs particip’atindg in Educational Ps;ychology ;198 re-
ceived instrﬁction in the 'ration»ale a?nd ‘implemt‘:ntat‘ion of "the DUSO pro-

gram. Initially, the researcher presented a two,hour lecture and de-
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monstration with eight children, .aged 9 to 11, to the entire Educational

Psychology class, D'uring this session, the students viewed and

. handled the DUSO materials, observed two lessons and;questioned the

,’v) . L] . .
#researcher and children regarding the format and adult and. ¢hild

pcrceptio‘ns':)f the program. .
Followi(n'g this introduction, the two Athébasca téachers re-
ceived further instructic;n and assistance frdm the revséarcher so that
they glained' confidence before presenting their initial sessions. These
study-pax"tir_cip_ar}ts preéénted DUSO lessons twice weé‘klyufox; five weeks

and were obéerved each week by either their faculty consultant or the

researcher to evaluate program presentation and provide direction.

* As well, the teachers kept a written evaluation of gach presentation,
: ST .

commenting on its strengths and weaknesses. The [irst unit of the
- . -

DUSO-DII program, "Understanding of Self'" was completed.

.

Instrumentation

(a)' Coopersmith Self-Efsteerﬁ Inventory

The C‘ooper'smith (1967) Self-Esteem Inventory (Appendix A) was
used to measure self-esteem. Coopersmith (1967) defines self-esteem
in the following manner:

"By self-esteem we refer to the evaluation
which the individual makes and customarily
maintains with regard to himself. It ex-
presses an attitude of approval or dis-
approval (p. 4). ‘

| Coopersmith indicates that persons who score high on self-esteem
l ) : . . :

ratings are generally socially independent, creative, assertive and
\ . . . .

\ -

7
Ve
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capable of more vigorous .social action.* Thosc .with low self-esteem
\tcnﬁ_to be introverted, unimaé,inative and laé:ki'ng in self-confidence
(1967).

Forrﬁ A of the Coopefsmith Sclf-Esteem Inventory consists of
. fifty items and five sub-scales Which incl;de Genefal Self (25 items);

Social Self-Peers (9 items); Hom.é—Parenté (8 items); School-Academic

\

(8 itcms); Lie Scale (8 items). Constru_cti‘on of the inventory was based
. » ’ ' \
upon the Rogers and Dymond (1954) scale. Test items were selected

from the Rogérs and Dymond scale and reworded for use with children.

aged eight to twelve. As well, -Coope‘rsmith designed additional items

’

for inclusion. Statements were divided into two groups, indicating

high aqg low self-e ;ieern, by agréem'ent among five psychologists.
" On the Coopersmith Self-Esteem Inventory, the subject checks
each item as either 'like me" or "unlike me'. Twice the sum of high

self-esteem items marked ''like me' and low self-esteem items marked

"unl'ike me'' gives the self-esteem score (Wylie, 1961). The individual
- I )

score is the total number of correct responses, excluding the Lie scale,

! 3

which provides a maximum score of 50. - The defensive, lie reaction
: » . .
totals eight items. For convenience, the total Self-Esteem Inventory

score is doubled so that the maximum score is 100.

Coopersmith initially admi&istered‘thew his Inven-

tory to two fifth and sixth grade classes. The scores ranged from

40; toIIOO, with a mean of 82.3 and a standard deviation of 11. 6. The
(4 A : : . : ‘
“Iean score for the 44 boys in these classes was 81.3 and the standard

. .

3

N



deviation was 12, 2; tbc mean score for the 43 girls was 83,3 witht a
standard deviation of 16,7. The difference between thobboys' and girls»'
mean scores was not signifioant.(F =, 80, P - 50); Coc";pcrsmith sube
Sequently recadministered the inventory to one of these classes w_hivch
consisted of thirty clllilc/irenh,. Test rc-,tcs;; reliability after aAfive week
interval was reported as . 88 ‘(Coopersmith, 1959),

The inventory was administered to a total of 1, 748 children
. attending the 'public s¢hools of central Connecticut. In £his ;leore
diverse population, the mean for males was 70. 1 with a standard de-
viation of 13.8. This was not significantly di.ffexiené from the female

ean &f 72.2 and a standard doviation of 12. 8. As in the initial sbamp_le,.
score distfib'ution was skewedy towaro high self-esteem. :I‘est re-test
rehab111ty after a three year 1nterva1 utlhzmg 56 chlldfen from this
populatl‘o,n, was . 70 (Coopersmlth 1959).

The C’oopevr,smith .Self~E steem In\'{'o,r}vtory has been employed in
numéro}s research studies (Morse, 1964' Richmond & Whife '1971;
Battle, 1972; ngglns, 1972 Sallade, 1972; Trowbridge, Trowbrldge &
Trowbrldge, 1972 Williams, 1972; Woodo& Johnson, 1972; Altmann & |
F;rnesz,’ 1973; Crowley, 1973; Frost, 1973; Sch an, Ford & Busk,
1973; Priroavera, ‘Simon & Primavera, 1974; Amundson;/’19;7‘5; N
Fryrear, 1975; Gumaer & Voor‘neveld, 1975). It has beon selgct/gd_for
this ourrent study because of its wide use and bc’cause. of the body of

normative data available. The literature supports.t e view that the

Coopersmith Self-Esteem Inventory is-an effective‘and workable measure
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. of a child's total self -concept.

(b) Behavior Rating Form . ' \ \

i
LI

Coopcrsrﬁith‘s Behavior Rating Form (Appendix B) was used as

an external behaviora} evaluation of changes in self-estecem. The
o v

< ‘

Béhavi_or Ratiﬁg orm was desighed by .Coopey\r's/mith (1\959\) to provide

~
~

an objective rating of the behavioral expression of self-esteem.
‘There are two parts to the thirteen items of the Béhavior Rating
Form. The first ten xtems p-roilide an appraisal of behaviors that are ¥

\ .

£y i .
" associated with poise, assurance and self-trust. Assessed behaviors
) .

: ~ ' : ' D
.include reactions to new situations, criticism, failure, self-depreciation,
“and hesitation to express opinions publicly. The second part, consist~

ing of three items,’ provides an index of behaviors which are frequently

defensive in nature, inclt\iding br"ﬁaggir{g, bullying and atteation-seeking.

/ )

Each behavior is raté\d on a five point scale. The rating indica-
tive cf high self-esteem behavior or defensive behavior has a varied
position from right to left, always to never, to minirnize a superficial
response bias. Part I of the Behavior Rating Form has a maximum
. o JR
. A : | o ”5{
total.score of 30 which &multiplied by two to provide a convenient baefpP~ -
p : _ g
of 100, PartIl, indicating Defensive Behavior, has a maximum total of
15. Scores above 10 are viewed as particularly important-in signifying
defensiveness (Coopersmith, 1967).
In developing this form, Coopersmith selected behaviors worth

rating after observing children's behavior in and out of the classroom,

‘repeatedly interviewing teachers, principalg®nd a clinical psychologist
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as well as evaluating and discussing findings with his rescarch com-
) ;

mittce. On theoretical and.empirical grounds, “the behaviors were
assumed to be an external manifestation of the child's prevailing self-
appraisal (Coopersmith, 1967).

The Behavior Rating Form was used in Coopersmith's Connecticut

study of 1,748 children to establish its feasibili y. In the initial rating

. stud classroom teachers and principals ratey children's béhaviors
Y, b

independently. The correlation bétween these ratiggs was .73. In

b
j

subsequent samples (Coopersmith, 1959), the teachers' ratings ranged

from 23 - 100, . with a mean of 68.4 and a standard éeviation of 15.4.

. The mean of the boys' rati_ng's wad 65.0 with a standard. deviation of

t

13.6. The girls' mean was significantly higher than the boys' (F = 4. 2;

p { -001). The test re-test reliability of the ratings by.one teacher

after an eight week interval was . 96.

Lo
N

Summary of Discrepancies Betweeén Self-Rating and Behavioral Rating
Coopersmith (1959) fouhd that instances of marked ‘discrepancy
between subjective and behavioral evaluation were relatively rare.

In his initial sample of 87 subjects and subsequent sa‘mpleéio‘f 74 and

A,

ence of 'this magnitude in only 8 of the original “87'1_;a5e'5' o

;f/
o

&

i
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for other sandples~Showed simijlar results.  The two ratings used in
conjunction appear to present satisfactory assessments ot internal,

objective and obscrvable total sclf-concepts.

(c) " Dimensions of Teacher Beliefs '
Becaute of the previously cited importance of a teacher's atti-
; {

. tud/‘e toward students and the learning process, the Wehling and C/harters

o ' P ' /
,»/“\/(1969) Dimensions of Teacher Beliefs (Appendix C) was confpletql,d by
: , /

. %
/ ) /

‘the {our grade five teachers involved in this study to ascertain

¢

tbeir belief systems vé;ried significantly and could affect treat
results. |
Con;istiggﬁbf.86 questions, the instrument as sesses elight dimen-
sions of teacher beliefs about the teaching pgocess: Subject+Matter
Emphasis; Personal Adju stnvlentvlde'ology;r St;JAent Autonomy vs Teacher .
Diresr_ct'ion; Emotional Disengagement; 'Co‘nsideratig;l of Student Viewpoint;
Cla;:?fo;)m Orqer; Student Ehallenge; Lntegrati}sze Learning. The respon-
dents'endorse one \fiv 'alternative*’s for each item, fro strongly%agree
to strdngly disagree¢ ‘ ‘ ? / -

Responses on the Wehling and Charters questivorvl aAf;re, adminis-

v

tered between 1962 and 1965 to 996 teachers, were categorized into’
g ) & I . ;/ -

g 5 ¢ /
. - . / .
eight distinct and relatively indépendent attitude factor/s through factor

analysis. The ‘s'tuduy ‘described these dimensions in terms of teachers
who scored "high'' in them. “The reliabilities of thesg factors have been

considered adequate by previous researchers (_Wehii g ‘and Charters,

. : o . 7.
1969; Janzen, Beeken and Hritzuk, 1973). . o ;

=
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- and did not attempt to evaluate
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"Subject-Matter Emphasis' represents the téacher's belief that

»th content of a course has value im and of itsclf. "Personal Adjustment’

-

Idcology' is the belief that instruction should be organized.,around student.
interests and needs so that social and emotional dcv&f@pmcnt is enhanced.
"'Student Autonomy vs Teacher Control" represents the teacher's per-

ception of the locus of classroom .control as lying* with either hi-msié,l{ or

-
.

the students, a bipolar factor. ""Emotional Disengagement' is the

emotional distance which a teacher perceives necessary to prevent over-
N | S o
Imyolvement with students' individual problems and concerns. ''Con-
sideration of Student Viewpoint'" represents teacher acceptance of

» , . T acC

empathy as an instructional strategy. "Classroom Order" expresses

the teacher's.b"elief that the class must be conducted a-ccording to es-
tablished rules and procedures with quick punishmént for those who
deviate. 'Student Challenge' represents a teacher's perception of the

learning situatiz}.q as a cognitive challenge with the gap between accom-

b

plishment and goél characterized by fension. "Integrative Leapning" ,
. , _,,- . f o
involves teacher belief ir}%the necessity for students to sce relationships
s ‘ : </\
between taught material and the outer World. It reflects a conception
" :

of learning as the acQuisiiion of meanings and not factual knowledge

o

only (Wehling and Charters, 1969, p. 13-15).
Wehling and Charters, in formula'ting their Dimensions of
E »‘
Teacher BeliefS,“emp}ICasized cognitive aspects of teacher attitudes only

teacher effectiveness according to scores.

on their Dimerm‘ision. Their study indicates that concggtual systems are



o

)

J

0 - . . o

complex organizations of beliefs, consisting of scveral discrete s$§ of

'
o °

inter-related concepts. The relationship betwe%n belief organization
. . . 3¢ N
<Y

- and teaching behavior, however, was épcculati\'e,on this study. ﬁ

~and Charters' questionnaire and Rotter's I-E Scale to 80,tea.chers attend- _

A

In further research, Janzgn)ét al '(197'3) administered the Wehling .

v

ing an advanced educational psychologygs

<

sy se.  They found signifgcant

relationshipsbetween several of We, d Charters' dimensions in

P

their attempt to classify teachers into ''internals' who believe that self-

originated activity can be useful and are\willing to aftempt to control -
< R . ‘ ,. o .

their environments, and "'externals',” who feel relatively powerless to
control their destinies and exhibit léssg achievement-oriented, striving
behavior (Janzen et al, 1973, p. 49). This research, however, dis-
carded traditional notions of i;nternality and externality, finding that

the former characterized teachers who desired to control their envir-
onments whereas the latter was typical of those who were more.aware v

. » L

of and alert to unexpected environmental contingencies.

The current study seeks only to' correlate the belief systems of
four specific teachers. Itis, fherefore, not concerned with demon-
strating either internal or external locus of control of teacher behaviors.
The Wehling and Charters' questiorfnaire appeared appropriate for de-

-

monstrating similarity or dissimilarity of belief systems along, the eight

. previously described dimensions. It was felt that,if the teachers' be-

“lief system about students, subject-matter, classroom control, ‘

emogional involvement and studént c'hallehge“{xwere similar, there would

-

7 -
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be a greater chance that the '3

7 Child}‘en'is self-perceptions. ~ * .

'In summary, this study will in%igate the effects of the DUSO-
DIT unit, ”Uh&erstanding the Self'', upon children's self-concepts. This
_particular unit purportg to exert a;‘-'ﬁ%ksitive effect upon children's self-
(2 . P2 ” . . .. .

concepts. The dimension focused upongis selfi-estecem which Cooper-
B e .

smith (1967) indicates is the most important aspect of the tota,l self -

concept.

\

A For the purposes of this gtudy, vpre- and post-measures of

shbjec‘tive.and objective self-esteemn were administered to 112 childfer}

in grade five at Athabas.ca Elémeﬂ’%ary Scho@f, Athabasca, Alberta.

Fifty-si;g_ children, taught by ,t';zvo teachers enrolled in a spring
Educational Psychology 498 cour se, participated in the DUSD program.
‘The remaining fifty-six ’children f;l.nctiorié;d as a;controvl group.. -T'he.
two gradé five‘ teachers who were not enrolled in course work func-
tioned as. exter;1a1 evaluators of objective self-e steem.

P The Coopersmith Self-Esteerri'Inventory (1967) was ﬁtiliz-ed to .

ol

assess the children's subjective total self-esteem. This instrument
v ") ® ) ) :

. consists of f}ifty items and five scales which produce a total self-esteermn .

.4%) - ' -3

rating. These scales include:”

" Teneral Self )

" Social Self -peers
Home - parents . .
School - academic L < |
Lie : =

"

d ¢

The Coopersmith Behavior Rating Form (1967) was used to assess
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thc children's obJectlvc bLlf estecem: It includes thirteen items which
assess positive behaviors associated with poise, assurance and self-

trust and defensive behaviors inclufling bragging, bullying and attention

sceking. : -
‘ o . : ,

3

. The Wehling a?}d Charters Dimensions of Téacher Beliefs (1969)

was used to assess the four grade five teachers' attitudes toward the
teaching progess. This questionnaire consists of cight scales:

Subject-matter Emphasis
Personal Ad_]ustment Ideology
Student Autonomy vs Teacher Dlrectlon
Emotional Disengagement s b
Conslderatmn of Student V1ewpo1nt /
Classroom Order
~ Student Challenge - _
oo Integrative Learning - ' 3

Collection of the Data

* The Coopersmith Self-Esteem Inventory (1967) was administered

L

"to each gréde five class in the sample as pre- and post-measures by
_the researcher. The Inventory was read orally to all the students to
ensure adeqdate underétanding of the q‘uestion‘s and the response pro—

~cedure,

T

The Behavio# Rating Form (1967) was completgd as vp're- alnd

post-meashre‘s for all sfudents by the two grade five teachers who were
not involved with the DUSO-DII program. :

Both the SEI and BRF were administered during thé first week
© of May, 1975 before DUSO-DII instruction commenced. ,"7Re-'ad1.rni_nistra"—_

tion occurred seven weeks later, in June, . 19?5;‘ following coinpletion

¥
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‘of the DUSO-DI unit, ,''Understanding the Self. " h‘
Wehling and_Ch’artervsU‘ Dimensions of Teacher Beliefs (1969) was

completed by each of the grade five teachers at AthabWsca Elemchtary

School to determine relationships in the tcachers!' beliefs about the

. B
d)

teaching process, classroom management and student involvement.

Hypotheses
The review of the _literature resulted in the follol\'ving Hypothes.eis
v:/hich are formulated in the null form indicatlng tha;t no d'ifffe}rencev
exists between poi)ulation ‘meens.
‘HI: There ls no significant difference in ad}_d/;ted me;an. s.co’res
. ) . / , - 7 y
on the Self-Esteem Inventory‘betw'een e'xperime'ntal and
control g‘roup's'on the post-test,
‘ {L Z ‘There is oo bsi'g'rlificant difference in mean scores on
o | eithcr the Self-Esteem In'\./ento’rvy or the Behavior Rat'iné

Form within and between experimental and control sub- -

jects on pre- and post-test measures.

. ‘.AnalLsis of the Data

All data collected pertammg to both students and teachers was :

processcﬁd a,t the Faculty of Educatlon Computlng Centre Individual

G scores wé\re employed in the data analys1s so that a max1mum amount

of iniormation could be obtained. The population distribution was

assumed to be nor;rlal (Hays, 1963, p; 352).

- For both the-‘ Self-Esteem Ioventory and the Behavior Rating,
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Form, F-tests were used to compute the significance of pre-test means

between experimental anq control groups. For thc_Sclf—Estcem Inven-
.tory, an analysis of variance controlling for variance between the pre-
tegt means of the experimental and control groups was ut;li:vu;d'.v A-r; A
analysis of covariance, controlling for variance betwegn the means of
the %wo groups during post-testying, w.as tﬁerl enﬁiploy‘/edv for the Self-
-Eéteem\lnvcntory. For both the Self;Esteem Iﬁventory~ar‘1d the
Behavior Rating Form, a threc-way analySis of variance with onekf'a'c‘tox\
repcated (Wi_ne'f, 1971, p. 539—_57‘1) was‘ve‘mployed to cémpute thelsig—-
ﬁ_ificénvce of thé.bUSOfDH cffects for Time; Treatnlent and Sex. " A
two;way Arova (Winer, 1971, p. 362) was used to.test for Tim'e and .
'Ii‘reatmen‘t effécts wi‘thiri and betwecn expgrirﬁehtai and confrol subjects
" on both idstrumen£s.

Pearson product-mbmént correlations among teécher scores on
the Dimensions of Teacher Beliefs wére computed to ascertain whether
any significant correiatibns existed among instructor belief patterns'

which could affect program results.



o Chapter LV _ S -
A o _ Results . v . 'w

Introduction

A total of 112 grade five students a’nﬂ%‘four tcachers at Athabasca

Elementary School participated in the study. This chapter presents the

results of the study.
M\:‘
e
Prelirhﬁgri Findings

The results of the threel—way analysis of variance indicated that"

-

the sex factor had no significant effect on students' results on either the
Sclf-Estecem Inilenfory or the Behavior Rating Form. . These results are

contained in Appchdix D. The data analysis,collapsed by sex, therefore A

focused upon Time x Group factors utilizing a two-factor analysis of

variance with repeated measures.

. Tests to differentiate between the experimental and control groups'
. b ' :

pre-test means on thé’Self-E steem Inventory were performed.. Because -
these analyées (Appendix E, Table 1) indicated that the experimental

and control groups' pre-test means were unequal, analysis of variance

e

emp'loying adjusted means was used to control for unequal variances be-
tween experimental and control pre-test.means on the Self-Esteem Inven-

tory. These results are reported in Apflendix E, Table .
. o : . o
Differences in mean scores on the Behavior Rating Férm between
. N : , R
experimental and control groups on the pre-test were! computed. A .
’ surr{mar.ypf the results is contained in Appendix E, 'Ta‘blg‘lﬂ. In-
S . . E i » . ' . R ! '/
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. ' 3
* spection of Table III indicated that the experimental and contrdl groups

did not differ b:igrlificantly 6n‘ their Behavior Rating Form re sultjis\ofr“"“"‘" .
_ thq pre-test situation (F 1. 19, p»0. 52).

:To te st:,nfor th‘c" uniformity of the four teachers" responses on the
cight Dimensions of Teacher Beliefs .in\;cntory, a ’Pearson produc_t—

I3

mon{e?t correlation of the "ulanty—of teacher beliefs and attitudes
was computed. The results are presented in Appcndlx E, Table IV
It is evident, in looking at the magnitude of correlations among the eight

dimensions, that the tcachers in the experimental and control groups did

not differ significantly on any of the teacher belief system variables.

-

Itirfy}ught be infer'red that, becEmge the teachers' attitudes and belief
systems did not vary:s'f;‘gvnificantly, ‘their perceptions could have had only
a lélight effect upon. program results. ffhe sigr-li_ficant ané uniformly
high correlations among the teacher:s' Abvéliefs i‘ndi’cvated similarity of -

their attitudes on the eight dimensions of the teacher belief systems.
o,

Findings of the Study

'Hypc;thesis I stated that there i‘s,n‘o significant difference in ad-
justed mean scdres on the Self-Esteem Inventory between exp'erAimental
and control groups oﬁ the po'ét-tqst. An aﬁalysis of covariance control-
ling for. variénce betweén the means of the two groﬁps during post-
té‘stin.g was pe‘rformed. The results from testing thi‘s Hypothe‘éis are -

fllustrated in Table 1.
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Tab}e 1

Analysis of Covariance of Sclf-Estcem Scores .

‘on Post-test Employing Adjusted Means

Source . . B df » M.S. Adjusted F
< » : :

Between groups. | 1 1593. 98 35.99 *

Within .groups ‘ - 109 C 44. 28

p . 001

/
As is evident, the difference between the adj;usted post-test means of

the experimental and control groupé on the Self-Esteeem Inventory was
significant (F = 35.99, p{0.001). Hypothesis I was rejected. The ex-

_perimen'tal group's score changed significantly more between pre- and

o

post-testing than did the control group's score.

Means and Adjusted Means for the experimental and control
groups obtained on the Self-E stegm Inventory are presented in the

[

following table.

é)
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v 7 Table 2
Mecans and Adjusted Means of Sclf-Esteem Scores
for the Two Groups Employed in the Study
Groups Pre-test Post-test Afdjusted
' T Means- - Means ° Means

Experimental ‘ 59. 96 - 67. 64 70,35

oo : : : . !
Control ® 65,60 - 65.39 62.68

As can be seen, the experimental group made substantial gains between

pre- and post-testing sessions while the control group's means scores.

remained relatively stable.

»

Means on both the pre- and post-test administration of the

Behavior Rating':Form are presented in the following table. R

/
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Table 3 ’
Means of Bchavior Scores for the Two
Groups Employed in the S'tlévdy‘
Groups ‘ - Pre-test ‘Post-test
Means Means
Experimental 67. 89 . 71. 64
Control " 65.50 64.46

As is evident, the experimentaltgroupvmade gains between pre- and

.

post-test administration while the control groﬁp's mean scores re-
mained i'elatively_ stable. .

Since the results of the apalysis 'of covariance indicated that
the experimenta; group's Self-Esteem score changed significantly as a
xtésult of the trgatment prog’ram; it appéared necessary to analyze‘ the
change in greater defail. f‘.\.n analysis of Time x Grox‘lps with unad-
j\lste_d meansl‘Was pe'rvformed to investigate changes‘ on the scores of
both‘ the /Self~Esteern Inven;cory and the Behdvior: Ratiﬁg Form.

Hypqthe’sis II stated that there is né significant difference‘ in
mean scores on either the Self-Esteem Inventbry or the Behavior Rating
Form within and between experimental» and c.:ontrolr subjécts o'n pre- and

‘

post-measures. Summaries of these statistical analyses are presentéd



in. Tables 4 and 5.

Table 4

Analysis of Variance -»Groups x Time - on
‘ ;

. i ’
‘Dimensions of Self-Esteem

~

"

68

Source df M. S F
_Bet;veen 111
droups 1 162,96 0.338
Error 110 . 482. 16 |
Within : | 112
- Time | 1 781. 81 35,33 *
Groups x Time 1 869. 97 39,32 %
Error ‘ 110 22. 13

* p(. 001

ln’spectioh of Table 4 found no significaﬁt difference between the

\

experimental and control groups' mean scores on the dimensions of

Self-Esteem. Significant differences, however, were found within the

experimental group's pre- and post-test means on the Self-Esteem

Inventory. Table 4 indicated that the Timeseffect and the Groups x

Time interaction effect were both statistically significant (F = 35.33,,



T

P O‘O‘l’, .F:

"w.s

estecem scores ovgr the trLatm(_nt pOI‘lO

Table 5

Analysis of Variance - Groups x Timeﬁ- on B .
Dimensions of Behavior s A TN
' - p Lo i %‘%ﬁ .
s Y .
. Source a0 M. S. F
Between _ 111
Groups : ! - 1284.93 4. 88 *!
Error - 110 263. 14
Within | 112 E
Time . = 1 105. 43 8. 45 ¥
Groups x Time 1 318.06 . 25.49 %3

Error 110 12.47

x1  pg.05

\
2 p{.004
%3 p{. 001

Table 5 revealed significant differences between experimental-

-~

and control groups on the Behavior Rating Form mean scores (F = 4. 88,



~

- v
p<‘.\‘05). Also, significnh\t differences were found within the experi-

’
- /

mental group's pre- and postftest'means on the Time cffect and the
Groups x Time interaction gffect (F = 8.45 p(.004, F - 25.45 p¢.001).

Consequently, the treatnyent effect showed significant chanﬁ,c . upon the

experimental group's Behavior Rating Fornﬁ‘@éores. Table 5 provides
statistical data gimildr to Table 4 but, this time, the analysis involved
L]
. the Behavior Rating Form pre- and post-test means. As can be seen,

~ .
not only-were thefe significant differences between experimental and

&

control groups 6n this measure (F = 4.88, p¢. 05), but also significant

differences were found within the experimental group's pre- and post-
s : P g p'spP po

L f . L. J

-

test means. ‘Statistical significance was reached on both the Time,

S effect and the Groups x Time interaction effect (F = 8.45 p{.004,
. ° : ‘ r'd ’

F = 25.49 p¢.001). These significant F-values indicate that the treat-

ment effect significantly changed the experimental group's Behavior

Bati_ng Form scores. An analysis of the adjusted means for the Self-

."Est_:é'eﬂm:'lr;;ventory scores (Table 2) and the group means of the Behavior

8" ‘ N

. Rating Form scores (Table 3) clearly indicated that the: within group

) *;/f:ar'iance was accounted for primarily by the effect of the.significant

&

* difference between the’pre-,and post-tést means of the experimental
" ' group., . - ‘._ : : ' ‘ )
L F’ '

o ‘In summary, on both the Self-E steem Inventory and the Behavior

Raéing Form results, the within group effect (Time) was highly signi-

' .ficant. In addition, the interaction effect’'(Groups x Time) on both the

PR I

- Self-Esteem Inventory and the Behavior Rating Form was highly signi-

s
o

A
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~ faken to test the two hypothe ses p'rboposed in the study.

3

ficant. Therefeore, Hypothcsi.s II was rcjcetcd.

Y

o o B

‘Summary . S \

“

o

This study investigated the eff\e\cts of the DUSO-DI Unit .

"Uh‘derstanding of Self'" on students' sc]f\-esteem. Both internal and

\
\

behavmral mamfestatlons of self esteem Were 1nvest1gated , The study

- \\
-r

also focused upon the Dlmen51ons of Teacher Beliefs to ascertain

teacher influen‘ce upon program implementation; Alnalyses were under -

o

-

Students in the cxper1mental agd control groups were found to .

i

dlffer slgnlflcantly in their" perceptlons of self- esteem on pre- test _‘ -
. ‘ LA B
o ¢ "’ .
measures. The teachers/—h\owever, did not perceive the students as
( B .
differi'ng significantly, as far as‘behavioral manifestatidns were con;-

Y X K w
cerned, on the pr.e-test measures. When an ana1y51s of varlance was

employed to analyze Self - Esteern Inventory pre- test re sults, the ex-

N . N
Ay

perxmental group & pre- itest means were 31gn1f1cantly related to those

)
'

of the control group. .

Significant post-test gains in the experimental group's results

on the Self-Esteem Inventory were confirmed by bath the ‘analysis of

','covarianc.e and the two-factor analysis of variance with repeated

,
1

S . ces .

measures. Significant results, favormg the experi‘menﬂtal group, were
! ’ : ; .

found in overt manife statlons of Sel_f esteem aé@s;e ssed with the .~

N

Behavior Rating Form between pre- and post-test assessments.

N P

The sigm’.fi'ca?t correlation's among.the four instructor's belief
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systems indicated a- uniformity of attitddes and ideas about students,

themselves as individuals, and the tecaching process. =
“Findings in this study revealed that thé ‘_experimcn'tallrg'roup ex-

perienced significant changes in internal and external manifestations

of self-esteem as assessed through pre- and pos’E-m_ca_sdr.es of the
Self-Esteem Inventory and the Behavior Rating Form. The se alterations
appeared to be due to the DUSO-DII program undertaken over a treat-
ment period. Thej.significiant correlation among the four teachers"

belief syétems indicated a similarity of teaching styles and attitudes

tov{zard children and the learning process.-

o o Vw
‘ ' LT e
<& Q“’\' R ‘ < e
_.3# . f'vh g &
! wd @ oo



o Chapter V
’ + "& Cper

Summary_, Discussion and Indpli’gﬁil"i(‘)ns‘g v ‘ o

Summary. ‘ - : | ,
The .pur;;o'se of this study was to Investigate the effects of the

o

DUSO-DII Unit "Understanding -of Self" on 1nterna1 and external percep?

3 . . B

tions of self- esteem in grade five students A subSdeary purpose was
to 1nvest1gate whether teacher behefs had any SLganlcant effect upon .

the lmplementatlon of this developmental guidance program.

i .
4

It was hypothesized that the expe rimental grou..p in the study, when

2

corh"pared with the control group, would not achleve gains in e1ther in-

~ dlvxdual or teacher-perceived self-e steem. Also analyzed were the

-

correlations among the teachers’ belief and attitude dihlensions

Ct

Analysxs of covarlance of Self Esteem Inventory results on the

»

pre-test }ndlcated 51gn1f1cant differences between experlmental and con-

f -

trol groups on the pre-test meansf/ An ana1y51s of covariance with the

post-test means, with ‘adjusted pre-test scores, 1nd1cated that the

=

experlmental group's scores changed 51gn1f1cantly (p<. (}Ol) whereas the :

~control group's scores did not. A two-way analysis of variance was.

¢ {
\ &

' utlhzed to teasure change's of internal and external ratmgs of self-‘
esteem Results favored the ex;erlmental group wh1ch achieved signi-
ficant gains, assessed by the Selt—Esteem Inventory 'and the Behavior
Rating Form, - |

Significant results were found in comparing the experimental and

- 13
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Lo, .
S ) .

control groups' teachers' attituede and bchcf systems r¢ ardmg the - ”@
. .structional process,' studont mvolvomcnt and responbxbxhty, as well a’s

their own involvement in_;lhe lcarning"situation. The teachcrs cvidenced
. ‘ ’ ‘ ﬂ
a highly significant, consistent pattern of beliefs and attitudes.

]
»

Discussion and Implicationg for Further Research

<

Although the experirnental and cérit‘"’rol' grou’p‘s were assumed to
. o N S '
be derived from the' same general population, two problems in sampling
became apparent througl"l data analysis with the S_elf-Est‘eefn I.nvent.;)r);

r'eéults_. These‘diffif:ulties‘includéd the lack of .homogeneity of variance
and the disparity betwedén the experimental and controel groups' pre-test -
. means. Thes'e problérhs were evidenced in thve,Self-Est'e'.em fnvehtgr_y

resultd but‘not in:the Behavior Rating Form results.

The two problems appear related to initial a551gnment of the
. . : : yu . .

classes tw experlmental and control ‘groups. All four classes were

o N\ b | L . o

a,"che‘rs as hévirig a compa_rable,pumber of high,.

medium and.low self-estecem cﬁildre}xhi. The difficulties which arose may
¥, > ) ' ) : . ) o o .
have"’ﬁ%en due, in part, to tea;he_r misunderstanding of the terms ''self~

- ‘

kS B ) . * B}
- esteemn’ and™''self-concept. " L Y

. Although this study's experimental and control classes were

© viewed, 'overali_, as cofhparabié in self-esteem by their teach'ers,.their

motivation to perform on a test, especially one revealing fhoughts’aboﬁ,t‘
: : o’ ’ - 4 .
. . R - : . K . R A} .
themselves, their homes and peer relationships, may have differed.
The type of bias evidenced in these students' self -perceptions often

-

I



. \\\ " .
occurs when-subjects have been formed into groups for reasons other
) . ’
than an experimental study.
Often,. indiyidual'perceptio’ns are not apparent to the teacher .

v ‘

who is arcustomcd to- vwwmg thl. students as a total group. Test re-
~ sults obtained in ‘this study in'di@atc"that individual responses assume

greatvsignificance because of‘the variance in respondents' scores.

An examination of individual scores on.the Self-Esteem

In'ventery pre-test indicates'a significant amount of variancef":a:.mong
‘ - o 4 ! ' - . |
the experimental group's responses wherecas the control group, by
comparison, tended to be more homogeneous in its responses. The
o '

experimental group, on the-pre-test, had a greater properti'on of low-

esteerq-z,_sltudents than did the con‘tr.ol group, despite the fact that classes

were randomly ass1gned to treatment ‘by agreement among the teachers

i

-

'_an\t&e rgseareher. : - ~
{ .

Vs ! T T

-

Thé slgnﬂ’iﬁantly dlfferent Self ~ Esteem Inventory preé‘t? st rryeans

"between experlmental?"aﬁld contt’ol g-r‘oupsv ingicates tha't, althoug%_the” o

. e | A N
o B B A
_»’classes were vxewg*zg as comparaﬁwely gqual by the teachers and . *

eeeee w - e

. randomly assigned to treatment, the expeﬁ'mental- c_fg;‘s‘ses s%aw thems,

Cadn

_ . _ . : & R L&
selves as significantly less capable.and worthy than did the control . )

¥

classes. Because pre-te st/méans on the Behavior Rating Form were %
: t . ' : g
. . . . - N & .
comparable, itis -evident that the teachers viewed the ekXperimental ’}
Lo 9 . o .

classes differently from how these children perceivedtherﬁsel'ves'. ‘
Although the teachers rated overt manifestations of students' feelings

of sel'f-"w,orth, their asseSsment:wais not consisteht with how the experi

s K
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- of hu& 175t ho?me,- w1>

L3

[ : . ’ . ,"»

mental. group members actually felt about themseclves. This factor

o ’ L.

underlines the importance of research which has demonstrated that the ™

most Litmportant factor in self-concept ratings is the child's own per—&- ‘

ceptions,

Generally, teachers tend to perc%’i“ye children's self-esteem as

-

'

a factor which is affected by marl€s, absenteeism, ‘ability and classroom

bchavtor (Purkey, 1970 Dinkmeyer, 197lb Aspy & Roebuck 1974

Levme %974 Lohey, 1974). The Behavior Rating Form assesses

behav10rs within! an achaevement setting Thls te st, then focu\ses upon

w

“a spectfic dimension oFchildren s self-esteem which'is related to the

¢ individual, basediupon‘ ;

By

‘to be performance a actiyity-based‘ﬁf"The Behavior Rating Form con-

R . : /
Ceg c
L

~ The Self- Esteém Inventory is a mdH

s chool- self only,

. the Behaﬁior Ratmg‘Form because it consf 8

~with his teac‘”h{/'é”nd"as an achieving

- 5 : L » , & )
j38tlimensional, complex approach to the:
4 IS

i ’

person at school It

=

. ’
n subjective affective evaluations. "« -

PR
-
’ A~ N

< The’ Behav10r Ratlng~Form and the Self- Esteem lnventory appear

to assess two discrete ent1t1es. The individual's self- perceptlons tend

B

to be phenomen‘o'logic» ly based whe*the teacher‘s perceptions tend .

" ' ~

sists. of 13 item\§\‘m\c@'ast;ﬁ'{th the Self-Esteem Inventory which

~—__ .

consists-of 58 self- reflective items.r On the- basls of measurement “one
1%¢11ned to accept the latter test as a truer measure of - oné's total -

se_lf—'est‘ee,m. Howeve_r, At must’ be kept 'in‘vrniljld that what is important? )

a

s S0
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< in the classroom is the child's actual behavior pattern because this
fad

influences the teacloer's .p-efccption anc;v’rcactions toward him. Both
| tests’, the. SelI -E steem Invcntox.'yjm.ﬂd the: .Behavmr Rating’ Form in-
dlcatcd sq,mflcant changes in the’ expern;nntal group. s self-csteem,
Even thou.gh these «instrgme‘nts appear to be mcasuring different

> - . . ’ . S ' . . ‘ A- N . . ‘v.
dimensions, the changes in mean scores within this study are indicative
‘'of response to treatment procedures. e ' .

PR The study s resul‘ts support Dinkmeyer' s bclxef that part1c1patxon

‘in the DUSO program will exert posxtive effects on chxldren s. seif—

o)
v

perceptions (Dinkmeyer, 1970; 1971a; 19‘7lb;"l9.73). ) I_t is éigpificant - ,;.

‘ L] - . . T - -
that the experimental grou?exp\erienced significant, positive changes .

on bothlinterna{.l and external measures of self-esteem. The Behavior

s1gmf1cant other (Pu}-key,‘ 1970 D”‘?.}‘L .
!.“ - v e)
en'ﬁ%» ternal raters not mvelved w1th th’e pr%ram s melementatx v
: S Nt

significant alteratlons in behavipr. Therefore, both» the children's and

"perceived

) . Rt ) 7 ) 3 . o
external raters' opinions reflected changes in self-&¢steem. . - o

Reﬁerch cited: ?r'eviovgsl)'o indicated that the@chen has a

vy . ‘ - " . % - ‘ ', )
significant influence on how children perceive themselves and others .

(Davidson & Lang, 1960; Brookover et al, 1964; Flem_ing‘,&"Ant‘tovnen,

" 1971; Brown &vMacdo’ugall, 1973; Rosenthal, 1973; Jorll%, 1974). Thi;
S , B
study\' S 'reeults i,nd.ic\ate that_. tlrle 'co-operat'ihg -;m,struct_brs d1d not vary
significantly in their. ‘yig.vvv‘si gﬁ.{, childreh?and} tb'e‘ tea_chihg process .a...s
'rvrlm'ea;x.xred by V’Vehh.ng‘» and _él';e.r;ers b(lv’9-69,) ‘scale. ~The ‘teaehefs' percep- :

o

G

o
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fh : ' . : '
“dions of the experimental group's self-csteem was not, however, con-

sisterit with how the children viewed themselves. .What is important is

that external raters perceived changes in the children's behavior.
Because of behavior alterations, it is likely that the classes and parti-

- cular children within them’ would be perceivec?m'brc positively., As a
' £

result, the children who had difficulties would find themselves exper-

» >

iencing more positive peer and teacher interactions.

f . - . Of importance is the similarity of\té-e@'z?.hé'r beliefs. "Since the

teaclnei‘s‘_ -responses on the Dimensions of Teacher Beliefs indicated a
S, N y B ; ) ) . . .
,significant degree of congru‘gnce, changés in the children's Self-Esteem-

! . - .
e

scores might be assumed to be largely due to p'rogr.am i_mpléfnenwt.ation.

. The‘:fsbur teachers" beliefs on factors of ;tudent autonomy, integrative

e,
(s

l‘ea'_r‘,r;fings, personal adjustment, student cha‘ﬁehge, consideration of’

. ey
S

student viewpoint‘,v classroom order, subje;ﬁt matt‘g}"?mph%siis,;and
emotional disengagément evidenced a signifigant degree of similarity,
s _BekC"ENSe of the correlation among the teachers' responses, it appears

-

-

that teacher attitude and classroom style had little effect upon evidenced

alterations in self-esteem.
The results reported in Chapter IV give encouraging support to
Dinkmeyer's contention that children of alt ages are reachable and react

pos.itivély when an a_ffective educational program is pfovided (Din}kmﬂ?ye'r,

affect children's total self-esteem. - The re‘suulht‘s are consistent with

iy -

‘those obtained with younger, primary grade children in earlier studies

a 1968; 1971a). In thi% study, the DUSO program appecared to sivgnificant}y'

N
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(Koval & Hales, 1972; Cleminshaw, 1973; Eldridge ct al, '1973) which

reported significant differences in participants' sclf -concepts following

irvlv.o‘lvenmnt in the DUSO pro‘grarﬁ. Throggh utilizing the Self-Esteem

Inventory and the Behavior Rating Form, devices de sighcd specifically:

to assess svelf-est‘cem‘, significant changes in grade five-children's
individual and teacher-perceptions of self-concepts resulted. These

results confirm the findings of prcvious studiesywith other instruments.

‘Therefore, scveral different assdssment devices, including the -

California Test of Personality, the DUSO Affectivity Device, the Self-

Esgggmvl.lnyel;xtory and Behavior \Rating’ Form, all_ indicate positive
AR e : ' '

L

Changes in chiidréh's"feelings of self -worth and tompetence through the

R P | '
1mp§eﬁnentatlon of the DUSO program. R ‘ o

v
%0" )

F %’f‘hq results of this study confirm the views of Coopersmlth (1967)

Ca

‘s

an@ P;u;i,-l::_ey (1970) who perce_lve_the self-concept as a. changeable entlty,

open’t ng vision. A sc,hool—Spdnsored"progra_m can alter children's

T g !

' self pe‘ﬁe ptlons. The impo‘rtancé of thisvfinding is-underlined by

Necky, 1945; Brookover et al, 1964; Williams & Colé, 1968;

R
a hek ]973 Cole, 1974; Primavera et ai 1974) which illustrates

o / ‘ ‘ .
por't@f_ the self~concept in children's academic performance.

Sy

The educational system appears to have a vested interest in promoting

mo.re'p.6'§i“£ive-?'s§'l£‘—per’ceptions, not only to enable optimal achievement

. v e w . R v .
and learning in the present bu}\ also, to provide happier adylts in the:
futire. Therefore, an effective program is of benefit to children and,

eventually, society as a whole, __/~

4 .
» T . ‘~
.-
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Rc_scarcﬁ indicates that many counsellors currently work r/ith

tcacher-identified children, focusing upon remediation of existing

behavioral and emotional problerﬁs (Sallade, 1972; Altmann & Firnesz,

f
1973; Martin, 1973; Gumaer & Voorneveld, 1975). Since time con- °

straints obviat? very few children's concerns being assisted with this
o ) ) ]

. : / ) o
method, th/e/{'leed for effective programs based upon common develop-

P
mental problems is apparent. Research studies indicate that positive

v

behavioral changes occur when significant adults, teachers or parents,

~ are in’izolved‘ir'l the group process (Maierh_ofer, 1971; Platt, 1971;

¢ 3

Taylor, _1971;-Pa1m(_> & Kuzniar, 1972). ’I‘his study's results confirm

Dinkmeyer's (1971b) and other researchers' opinions that teachers can
undertake an effective program when provided with counsellor assistance -

way

(Jasik, 1972; Retish, 1973; Brown & Macdougall, 1973). Teachers,'és

“

“significant adults having the primary responsibility and immediate s

contact with children, appear to be the necessary agents to undertake’
a developmental f)rogram. ’ B . ,

fa

In this study, the teachers who worked with the experimental \

grOups reacted pbsifively to the DUSO format and iits method of pre- |

3

'sgéntat'ion. 'i‘he only hééitat,ions expfessed by oneito-operating teacher
’involved using DUSO durir‘lg art perio’/as ahd some un;zlasiness due to
unfamiliarity with the teacbing material‘s. She felt, however, that she
woula be rr;qre confident with the proéfam in the future .and vplanned to
,use'it._ / -

Some illustrative comments reflect the teachers!' arlld.their’

>

i . R . , ki
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- classe’s’ feelings regarding lessons in the program.
Kids very enthused. I think they got tho idea
of acceptmg onsclf for what onge 1s.

Discussion was open and honest ... the class
came up with good, ideas. o

They ;,ot so involved with DUSO they had
forgotten their art.- ) v
The class really enjoyed tryxng to do an
action the same as another person. They
came to the concluslon that it was im-

possible. . TN

Art is not the place to teach it but a home-
room teacher or social studies or health
" would be 1dea1 The kids love it.

The. teacher must be well prépared and well :
read on the lessons. ' ‘

I would recommend DUSO at any grade level.
. It's great'
r S -
"~ + The teaéhers comments on the program and thelr evaluatlons of it -

‘illustrate chlldren s willingness to discuss feelmgs and move toward

self~ and other-acceptance when provided with i g, relevant,

irdtructional fﬁaterial. However, the pro“gram' ‘not be very ef-
. v

r

LT h : \;" E G
fective without a co- operatxve person who will listen and extend herself
\ BN - RS e T

<

openly -

It is the researcher's opinion, from thig study, that teachers
appreciate demoostration leseons and guidance in implemeating the
DUSO progra‘m../ Affe'ctﬂ.ive‘educatioo-i“s ‘Dot a new concept but e)tperirnen~
tation with the novel approach in the DUSO program and the nsk of
exooexng oneself emotxonally can be rather fr1ghtemng for a teacher who

3

£
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has bc(;n trained only m presenting C(‘).gnitivgllcssons and maintaining
Mpood" discipiinc. . Once teachers have scen how readily and enthusias-
tically c'klild‘x'c.n respond to the bUSO program, thcy bcéonﬂc excited
ab‘otvlt using it with thryeir own classes. |

In implementing the DUSO program, the f‘unction of the coun-

.
sellor is seen in terms of in-service teacher t;-a'min-g and consulfation.
The ?:ounsel/lo.r is able to exter}d‘his services on a much broader basc
than ha‘s been the case in the past. Teachers ais\v well as stude‘nts benefit
frorﬁ t.his type of program. implementation. A ‘further advantage of

.app]?ying. ‘the program in this manner 1s that some aspects of the coun- .
selling process are moved from the‘counsellor's office to the actual
classroom situation. This not-only facilitates greater personal develop-
rhel;lt for more children but also avoids some 6f the negative labelling
effects ’w‘hic n?ay ensue as a result of visiting the cpunsellor.

It appears tilat the DUSO program would be a.Welcém% addition‘

to the school curriculum, most likely in the language arts, social =

studies or health areas.. The materials appear relevant to children's

b

daily experiences and the format is easily understood. The program
emphasizes the teacher as a c':b-operative group member. as well as a

facilitator. The latter is an important pOiht because not only do the
r N . R4 ’ . '
children understand themselves and others better but the teacher views’

‘ : < » .
the children as individuals with differing needs and problems which can

impinge upon the learning process.

The importance of acontinuing guidance program at the upper



83"

elementary grades i‘mdorlincd by Kagan's and Moss' (1962) finding
N _‘

that children's academic self-concepts become less ;ﬁsitivc as they

progress in school. A progrqfn which can assist an bptimal number aof

children to view t}1emse1\;es and others positively, develsp academié

and social independence and accept r‘csponsibility for goals, choices =
and‘afctions is obviously of value in fostering mental health. Thi;'is

especially true when the developmental program is contrasted with the\

clinical, remedial model of psychological services offered by some
school boards which reach only a few, crisis cases. ‘ R 8
Finally, a word of caution is suggested. P'rbgrém develope ¥

-

and implementers tend to.view developmental.guidance programar a

remedy for all that is wrong with our current educational system. It is,

however, only one aspect of the total system. Any cﬂhanges in the funda-

RN

mental process involves other areas as well. It is impérative that

parent involvement, teacher education and administrative influences
“, \
aléo be wonsidered.
A . g
Four potential areas of related rescarch are seen as important:
’ ) '

1. The _effe'ctiveness of the DUSO program in self-concept

' R

development shgﬁd be evaluated across the entire elementary scil%él

grades. This would determine whether the program is more effective

with a particular age of student than with others and enable strategic

s

placement of materials.

2; Self-concept developmeﬁt as affected by the DUSO p»r,ograx'n \

M

could be compared with that produced by other developmental programs

4
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. 54
which stress similar facets of personality change.  These programs

T

include Self Enhancing Education (Randolph & Howe, 1966), Mag'ic
. :

Circle (Bessell & P‘alomarcs, l‘)f{O)‘ Focus (And('rbon & Henner, 972)

%]

' and TAC (Amundson, 1975). This type of rcboar(h would cnable school

g

W
v
P o

boards to cHoose the program which facilitatcs‘oplixnal sclf-éoncept
development and best megts the needs of their studcnts and teachers.

3. This study s populat&m consisted of students in.a part1cular

-
3

rura"‘l‘ s:etting It is Dinkmeyer's opinion (1970 1973) tzhat all chlldren

have common, developmental problems . A worthwhile study would

a

entail an urban populatlon to ascertam whether the DUSO prog:am s

A

effectiveness was apparent thh the m*ore.d’ivex:se population fotnd.in
-~ ‘ - 9

city schools with students of varying sQcioeconomic backgrounds.

o

4. In this __‘.étudyy the DUSO program was conducted for ogly
? ’ - . ’
five v"veeks with lessoris presented twice each week. It w0uld be valuable

i

to identify changes in children's self concepts as well as peer relat10n~

7

ships, locus of control and decision-making over a long_er period of 2

- . - Q !

" Atime. Through'this type of research, particular str)éngt}]s of the DUSO

» program might be identified. ‘I

-

;.'\

v

.

5
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" ) 5.

Please'rmark‘ each staten)eht in the f'ollowing‘ way:

) If the statement dCSLrleS how you u:,ually feel, put a check

( ) in the Lolumn "LIKE ME",

' If the 5tatement does not dGSCI‘LbG how you usual}y feel put
"“a check ( )1n the column’ "UNLIKVE " :

Th(_re are no rlght or wrong answers

101

LIKE ME - UNLIKE ME
l. I'spend a lot of fime"da'yd'réan{i,rig‘,n X
2 o I'm er?étty sure ‘o‘f"t“ny.selff. el o X ‘ o

3. T often wish'l were someone else.

T4 I'm eﬂa’fsy to lil_’)e.'v S | o , ) o X ‘
5. >I‘vfy."pa1;ents d I have a 1ot't>f_ fun to-

 gother. .
(LIE'ITEM) :
*b... .- I never worry about anything.
-7 Ifind it very hard.to. talk in front of
" the class.
8. I w‘ish’ I were younger.’
9. There are lots of thxngs about myself I'da '
"~ change if I could.- :
10. - "I can make up my mlnd w1thout too much
trouble. . . : X
11. I'm a lot of fun to be with. . X
12. I get upset easily at home. A R
(LIE ITEM) : ,
13. I always do the rlght thing.
14,  I'm proud of my school work. - - X

-
X o
X
X
X

AN



102 .

Lo " LIKE ME UNLIKE ME

15. Someone ("alwa,ys bés to tell me
what to do.
16. It takes me an}opg time to get used to
anything new. o
17 - I'm o}ten sorry“f(l)r the 't'hings I d~o. | o ™~
18. I'm p_‘opula‘r_ wit'h .ki«ds my own'age. ‘ | X |
19. My parents usually cvonsider‘ my 0.
g feelings. o - o X
(LIE ITEM) _ |
K %O I'm never u‘nhappy. - B ’
1. VI’m doiﬁg the best wpr.k %hat I c.an. ‘ X
22. 1 gi've in very easily. .
23 ;I. can usually take care of myself. o x ¥
: 24 I'm pretty happy. 'A . t @ , X
25 T would rathe’r plavaith childr‘en E
younger than me. : - R
26. My parents expect toé; much of mé.
(LIE ITEM)
. 27. Ilike every(?‘ne"l know. ’
281 I like 'to be called on in class. . X
29. Iunderstand myself,” " S x
,'3’10‘. It's pretty tough to;be. me. ' | ‘
3;7 . Thing'sare all mixed up in my life. N
32.  Kids usually follow my ideas. - X
)33. No one pé.ys ~r.nuch attention to me at

home.

X

o=
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UNLIKE M
- N s B . / S
(LIE ITFM) o T -
34, 1 never get 50\olded SR X -
A.. . . " 'y Co -
35. ”'AI'm not d()lng as wellin school as S
",Idhketo X
) _‘A v * b v
56, '“I' can makc \Jp my mlnd dnd stick )
‘ ..to it, : ‘
ki

37. I really don t like bcmg a bey -

- -girl,. : X
38. Fhave a low o'piniqh of ir.n.y‘self.. - X
39,1 do'ri"'t like 't-o_'be.with oth'er 'people. B ) o X e
. : ) : ) : e Y
40. . There are many times when I'd
like to-léave home S . : ' _ X
(LIE ITEM) . | o o
41. I'm never shy. . I e ' . X
o . PR ;
42. I often feel upset i*n'*'sr_‘hdol..' S - X
43. I(often feel ashamed of myself o ‘ . X
44. I’m not.as nice looklng as most . ,
people S ) e X
" 45, LIl ‘have something to say, I
' usually say it. ' o X
. 46;' Kids pick on me very oftem; SO ) X
47. My parents understand me. S - X
(LIE ITEM) - K o
48. I always tell the truth. X
49. My teacher makes me feel I'm pot l - -
. N\
~good enough. : . X
50. "I don't _caire what happens to me. ‘ X
51. I'm a failure. = ] | A X

« w
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| . -

" LIKE ME UNLIKE ME

52. - I getupset casily when I'm scolded.’ . X
53. - Moast people are better liked than &~

Iam., . B | s X
54. I usual_'ly feel as if my parents l -

are pushing me, . o . X
(LIE ITEM) )
55. 5 always_know what to say to people. ) X
56, ‘Things usually don't l;other me. X
58. I can't be depénded on. 7 X

- Two Scores; Self Estéern (50 ite'ms)

Lie De,fens.ive‘S‘cale (8 items)

. . . i
A . Y
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Does this child adopt casily to new situations, feel comfortable

in new settings, enter casily into new activities?

eev... always ...... usually ...... sometimes

ve.... seldom - ...... never.

Does this child hesitate totexpress his opinions, as evidenced
»

by extreme caution, failure to contribute, or a subdued
manner in speaking situations?

cves.. always ... usually ...... sometimes.

vevn.. seldom ...... never

.
- -

3.\§KDoes this child become upset by failures or other’ strong stres

‘wuv... always ...... usually ...... sometimes
’ ¢

as evidenced by suchvbehaviors as pouting, whining, or with -

<

drawing?’

-

...... seldom ...... never .

Is his.cofnpanionship é.,ought for and valued?

3 < . . )
veve... always ...... usually ...... sometimes

vv+... seldom ...... never

K]

\
\

Does this child become alarmed or frig'htenéd easily? Doés he

‘become very restless or jittery when procedures are changed,

exams are scheduled or stranggindividuals are in the room?

..... always ...... usually ...... sometimes

)
ses

How ofteh;ivs; this child chosen for activities by hiyfclassmate's?



10.

or frequent inquiries as to whether he is doing well?

’ N . ' 107

e seldom ...... never

N

Does this child seek much support’and reassurance from his

. . . . *
peers or the teacher, as evidenced by secking their ncarness
R .

always «+v... usually ...... sometimes
.«.%.. seldom ...... ne'vft/r

foal

. Ty .,
When this child is scolded or criticized, does he becpme
either very aggressive or very sullen and submissive?
' S S

-++... always’ ...... usually ...... sometimes

++.... seldom ...... never g

Does this child deprecate his school work, grades, activities,
and work'products? Does he indicate he is not doing well as
escpected?

cesee. always ..., .L'usually «+s... sometimes

“eeess seldom ...... never )
9

Does thcg? child show confidence and assurance in his actigns

s

toward his teachers and classmates?
e always cev... usually ..... spmetimes

ve.... seldom .......Hever

- To what extént does this child show a sense of self-'ésfeem,

self -respect, and appreciation of his own worthiness?



1.

12,

13.

. J‘ 108
...... very strong  ...... strong ...... mcdium
/
...... mild ...... wcak
\ .
Does tAls child publicly brag or boast about his exploits?
...... always e . ..usually ...... sometimes.
...... seldom ...... never
Docs this child attempt to dominfite or bully other children?
...... always ...... usually/ ....,. sometimes \

Does this® child continually scek attention, as evidenced by

such behaviors as speaking out of turn and making un-

L , -~
necessary n01ses?}

[y

...... always ...... uusually “..... sometimes
...... seldom ...... neve;
Two Scores: Esteem Behavior (1-10)

Defensive Behavior (11-13) "
-Maximum L a 50/15
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Read the statements below and mark in the appropriate category
right hand column. .
Strongly Strongly
Agpreec Disagree.
1. Jeaching of specific skills and §
factual subject matter is the most .
important fundtion of the school. 12 3 4, 5
2. The curriculum,consists of subject
matter to be leainedaand skills to - .
be acquired. 1 2 3 4 5
: :
3. The backbone of the school curri-
- culum is subject matter; activities
are useful mainly to facilitate the
leaning of subject matter. ‘ ’ 1 2 3 4 5

4, ~Pupil failure is averted when
mastery of subject matter is the
prime requisite for promotion. = - 1 2 .3 4 5

5. The over-all plan of education
suffers when teachers depart sub- _
stantially from the subject outline. 1 2 3. 4 5

6. Grading pupils separately on achieve-
- ment and citizenship assures that
teachers will insist on mastery of sub-
ject matter as well as good behavior. 1 2 3 4* 5

7. Before pupils are encouraged to _

exercise independent thought they : -
should be thoroughly grounded in the

facts and knowledge about the subject. 1 2 3 4 5

8. Learning is essentially a process of
increasing one's store of information
about various fields of knowledge. 12 3 4 5

9. The structure of a field of knowledge
is intrinsically interesting to pupils
when it is clearly taught. 1 2 3 4 5



10.

12.

13.

14.

16.

17.

18.

19.

Strongly
Aproc

In teaching it 15 quite essential tor
cover the material in the course

of study, . 1

The main reason tor the curriculum

¢

Strongly
Disagree

&S]
-
-—
Ji

guide 1s to provide the teacher with -

definite information regarding the

material to be covered in the course.. I

-

The essential function of junior high
school courses lies in their pre-
paring pupils for later courses. 1

Pupils learn library skills more N

readily by using their own devices in-
searching for materials of special

interest than by a series of exercises -
designed to teach the logical steps in

library procedure. 1

The teacher assured optimum learn-
ing conditions by giving top priority
to the social-emotional needs of pupils. 1

The de/vclopment of social and emo-
tional security for pupils is the most
important function of the school. 1

‘The individuality of pupils is sus-

tained when teachers make allowances
in their grade reports for the varying
interests pupils have. : 1

Pupils gain a sense of belonging when

the teacher enéourages friendships

among pupils in the room. R / 1
Teachers increase their chances .of
directing the work inte productive
channels by having pupils participate

in the planning. ‘ 1

Group activity teachers children to
think and plan together, independent

A}



20.

21,

22.

23.

24,

26.

27,

28.

. of direct supervision by the teacher.

Strongly‘
Apree

1

The ‘goals of education should be dic- .

tated by children's interests and

mand® of society. -

The attitudes learned by a student’
are often the most important result

of a lesson or unit.

Small group work uses to best ad-
vantage the contrastfng personal-
ities, skills, and interecsts pupils

have.

Teachers who_like pupils will usual-
ly encourage pupil initiation and
participation in planning lessons,

The effectiveness of the teacher de-
pends entirely on the amount of
pe;‘sonal interest he can invest in
the pi‘ogress of each pupil.

Pupils master the essentials of a
subject only when.extensive plans
are made for accommodating indivi-

dual differences in pupils.

A teacher can frequently ""reach' a
rebellious pupil by taking an intensé
personal interest in his welffire.

Nothing stimulates a pupil to apply -

‘needsgs well as by the'larger de--

%

himself more diligently than a warm,

personal interest in his progress

shown by the teacher.

Teachers who do not like pupils will
usually decide on and plan lessons
alone rather than use pupil partici-

pation.

N,

>

112

féongly

/ Disagree

+ 5
4 5
4 .5

%
4 5
4 5
4 5
4 5
4 5
4 5
4 5
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1 29.

30,

31,

32.

33.

34,

35.

36.

37.

38.

" There is too great an emphasxs on

keeping order in the classroom.

Children should be given more,

freedom in the classroom than

they usually get.

A pr0perly motlvated group of mat-

- ure students might learn more m a

semester's time if they were left
entirely to their own resourceys
than if thcy had a teacher to guide

_ them.

Pupils frequently learn much more
under their own initiative than they
do under teacher direction.

Across-the-school routine imposes
a consistency in classroom pro-
cedure which tends to restrict
important avenues for learning.

Pupils are motivated to do better
work when they feel free to move
around the room while the class is

1n session.

Nothing captures students' interest
in school work as quickly as allow-
ing them to wrestle with problems
of their own choosing.

When given a choice of activity,
pupils generally select what is best
for them.

Time to choose freely their own
activity during the school day is a

must for pupil morale.

Pupils learn best when permitted

to set their own pace in doing the

work.

113

‘ St“x-ongly ‘ - Strongly

Agree - Disagree

1Y 2. 3 4 5



39.

40.

41.

42.

43,

44,

45,

46.

- 47,

48.

A firm hand by the teacher pro-
mote s.cmotional security for.
pupils.

Pupils do their, best work when
they know exactly what to cxpect .
from day to day. '

Pupils must be kept bu'sy or they
soon get into trouble. '

Children necd and should have
more supervision and discipline
than they usually get.

A well established classroom
routine enhances the _emotional
stability of pupils.

Pupils must see clearly that it is
the teacher, not they, who has

charge of classroom learning,

Children learn the necessary:

skills of group participation only

when they are exposed to seguences
of activity requiring increasingly
difficult skills from kindergarten
through grade twelve.

The effective teacher has complete
control of the learning situation at
all times.

The teacher who organizes the
material and presents it to pupilsin

a.forceful way gets the best results,

Establishing the rules well in ad--
vance strengthens the teacher's
hand in meeting the various pro-

blems that might arise. .

Stroﬁgly .

Agrece
1 2
1 2
1 2
1 ~2
1 :2
1 2
1 2
1 2
I 2
1 2

-

114

Strongly
Disagree
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Strongly -
Agrece’ Disagree’

" Strongly |

49, A teacher's effectiveness rests
' uf)on his ability to maintain proper
"professional distance'' between '
» - the pupils and himself. . 1 2 3 4 5

50. Pupils are induced to greater moti- ' B
°  wvation'when the teacher remains
somewhat aloof from the inter-
personal affairs of the class. = -. 1 2 3 4 5

51.. His effectiveness is seriously im-
paired when the teacher permits
himself to become emotionally
involved in the personal problems ' _ :
of pupils. : o 1 2 3 4

(Oa]

52. The effectiveness of teaching is
enhanced when the teacher has the .
ability to see the world as each of ‘ , TN
his pupilsnseés it. , 1 2 3- 4 5 \

ot [N ’
53.  Students who misbehave or do not
learn are generally children who

need more love. - 1 2 3 4 5

54. Children learn best in ar’1 dtmos- : v
- phere filled with love and _
emotional support. o L2 37 4 5

55. + The teacher's ability to sce the
world a's each of his students sees -
it is'an absolute must if he is to’ ‘ .
have any success at all in teaching. 1 2 34 5

56.°  Good rapport with pupils is main-
' tained by the teacher who always
finds time to help individuals with
special problems. 1 2 3 4 5

57. The use of sarcasm by -the teacher
‘can accomplish nothing but emo- ,
tional harm for the pupil. o 1. 2 3 4 5

. —
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e - - - % Strongly - - Strongly

g : Agree " Disagree .

58. Learmngj is enhanced en teachers
praise generously the accomphsh- i - -
ments of pupils.’ -’ 1 2 3 -4 5

59. The pupil's impression of the R
teacher's péFsonality Ereatly in- _
fluences what he ILarns 1 2 3 4 5

60. ~Pupils learn to stay alert when they .
are expected to respond immediate-

ly tp tea'cher demand’s. - 1 2 3 4 5
61. In the 1nterest of good discipline e

" pupils who repeatedly disrupt the o )

class must be severely punished. % : 1 2 3 4 5

62. Proper control of a class is amply =
demonstrated when pupils work ‘
" quietly while the teacher is out of , :
¢+ the room. . : | 2 3 -4 5

63F Optimum learning takes place when
the classroom setiing is completcly
free of distractions. , \ 1 2 3 4 5

64.  Under ideal conditions pupils would
view each teacher as a ''specialist” .
" in the subject taught. ‘ , 1 2 3 ‘ 4 -5
L . 4.
~ 65. Pupils learn efficiently the cssen-
tials.of a subject when every member"
of the class moves simultaneously

through carefully planned lesson se-

quences. : 1 2 3 4 5
66. The natural flow of events is en-: : ' @

hanced by the tedcher who manages

‘to eliminate any disruptive pupil ' e

behavior. . . 1 2 3 4 5

67. A good teacher will establish a |
toutine and stick to it. o 1 2 .3 4 5
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Strongly
Disagree

Strongly
Agree

68.

69.

"~ 70.

71,

2.

73:

74.

5.

76.

77.

78.

B
The logical structure of subject

matter is the most realistic guide
to the organization of the work in
the classroom. » )

Bl

Pupils respect teachers who expect .

them to work hard in bChOOl

Lessons presented in the form of
problems to be solved are the best
means bf motivating pupils.

Pupils learn self direction by hav-
ing opportumtlcs to set their own
goals for léarning.

Pupils respect tcalhers who stand
firm on their convictions.

-

The complcx1on of .any worthwhlle task

in education requires hard work on
the part of the pupils.

Pupils gain more satisfaction from

- doing a difficult task well than any

other achievement.

'Pu.éls never really understand a :
subject Lg;il they can relate \Q\H/a}’t,-
they hav arned o the broader

problems of the world.

Teachers must always be prepar'ed_

to explain to pupils interrelation-
ships among various elements. of
the overall curriculum. '

Teachers must set deflmte items

aside to show puplls the relations
between their subject and the over -
all goal of education, \ ‘
Pupils gain better understanding
of the subject if assignments are

v ; L

4



/' ' Stron'g‘ly - Strongly,
' - Agree Disagree

80.

81.

82.

- 83,

84.

presented to them as a series of
interrclated problems.

The basic function of cducation is
fulfilled only when pupils are led

to understand the general signi-
ficance of the material they have
learned. ‘ : -

If curriculum plans are to be.devel-
oped, they must go into detail on
how course content can be integrated

across subjects.

In planning their work teachers should
rely heavily on the knowledge and
skills pupils have acquired outside

the classroom.

The pupil's knowledge is best devel-
oped when teachers interrelate facts
and figures from many qxfferent
subject fields.

°

The deep interest which pupils some -

_ times develop in one subject can be

vah“able to them, but only if teachers-

.succeed in broadening their perspec-
" tives across subject matter boundaries.

The most important thing a teacher can
do-to set the stage for learningis to

" discover the interests of students.

The teacher must avoid strict adher-
ence to the sequence provided by a
textbook series. '

An esscntial component of a good
lesson is one of showing how it is
related to other arcas of knowledge.

-

“
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Fable I

S.\_xmmar_y of Analysis of Variance - Groups x Sex x Time -

on Dimension of Self-Esteemm

o

120

-Source df M. S. . F
Between 111

Groups - 1 161. 12 0.33
Sex T 665. 12 1.37
vAGrou.ps x Sex Tl 84. 87 0.18
Error 108 484, 14;

‘Within 11z |
_Tim_é 3 1 780. 00 37.98 !
Time x Groups : ! 872. 00 42,46 %
Time x Sex 1 ]9.. 4.3 0. 95
Time x Groups x Sex 1 197.50 9. 62 3
Ei'ror 108 20.53 \

| =:='1. p¢. 001 R
%2 p¢-001 P

%3 p{. 002
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Table If

v

Summary of Anz‘lly’sis of Variance - Groups x Sex’ x Time -

on Dimension of Behavior

»

121

Time x Groups x Sex

. 60

Source df M. S, F
Betwcen 111
Groups 1 1282. 50 - 4.87 !
Sex L 37. 75 0. 14 .
Cro.ﬁps_x Sex 1 480. 25 1. 82
Error 108 263.22
Within e 112
Time 1 103. 06 8.56 *2
Time x Groups -1 320. 62 26. 64 %3
Time x Sex 1 41.06 3.41

( y

Error

%1 pgo2
22 p <. Odl‘
*3‘

p¢- 001
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Table 1

F-test to Determine Difference Between Pre-test

Means on Self-Esteem Inventory

K

123

Variance df F Significance
Experimental 310. 76 55 1. 84 0. 02
Control . - 142. 75 55

e <

3
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Table 11

Analysis of Variance of Self-Estcem Scores

on Pre-test Employing Adjusted Mceans ’
Source df M. S. F Significance
Between groups 1 891.56  3.72 0.06

Within groups 110 239.41
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Table 11

F-test to Determine Difference Between Proe-te st

Means on Behavior Rating Form

Variance df F Significance
Experimental 142.75 55 119 0.52
Control 169. 93 55

<
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4 : “
' o7 Table IV ‘ T w

.

P‘roba‘bility Matrix for Pearson Product-Moment”

3

Comparisons. on Dimensions of Teacher Beliefsf

o
Teachers Experimentél Controlv b
1, 2 - 3 4
1 1,000 0,991 o912 0. 964
2 - 0.991 1.000 0. 888 0.944
3 . 0.912 0.888 1,000~ 0.946

4/-—- 0. 964 0.944 0.946 1.000

&



