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CHAPTER I 

INTRODUCTION 

The measurement of self-concepts, opinions, and attitudes 

has come to play a vital role in educational research. Edu-

cators have come to agree that the self-concepts, opinions, 

and attitudes are important factors in the determination of 

how children respond, act, learn, and perform in school. As 

a result, they are finding such measurement useful in the 

task of improving human relations as well as understanding. 

At the same time, there is increased concern with the 

problem of providing educational programs for educationally-

disadvantaged children and the improvement of their attitudes 

toward school and learning. Such children supposedly have 

an array of attitudes that severely handicaps their school 

performance, as well as negative feelings about school and 

school work. 

Apparently the Civil Rights Act of 1964> which empowered 

the U. S. Office of Education (USOE) to withhold federal 

funds from school systems, did not take into consideration 

all the effects that integration might have upon educationally-

deprived children. Integration per se is a much more 



inclusive and difficult achievement. It comprises the 

realization of not only physical adjustments, but more 

importantly, psychological adjustments. The enhancement of 

the two should be facilitated if the children involved see 

themselves as worthwhile individuals, if they see themselves 

as loved and respected, and if their attitudes are channeled 

in positive rather than negative directions. 

Therefore, it seems relevant that an early start in 

attempting to help the educationally-disadvantaged Negro 

youth adjust to a new environment would greatly facilitate 

and eliminate many problems that he may encounter in an 

integrated situation. 

Statement of the Problem 

The problem of this study was to determine the influ-

ence of a short-term program to improve the self-concepts of 

selected Negro elementary school children. Particular 

emphasis was placed upon the development of positive self-

concepts and self-expression. 

Purposes of the Study 

The purposes of this study were (1) to determine what 

self-concepts existed in the selected group of elementary 

school children; (2) to ascertain the influence of a short-term 



program to improve the children's self-concepts; (3) to 

analyze the implications of the findings for counselors, 

teachers, administrators, and others who are interested in 

the optimum adjustment of children entering integrated 

school environments; and {!+) to offer recommendations con-

cerning the implementation of programs for the physical and 

psychological adjustments of the children. 

Hypotheses 

The following hypotheses were tested in this study: 

1. There will be no significant difference between the 

total experimental group and the total control group in 

self-esteem as indicated by combined scores on the initial 

test. 

2. There will be no significant difference between the 

total experimental group and the total control group in the 

four sub-scales of the Self-Esteem Inventory on the initial 

test: 

a. Self 

b. Social 

o. Home 

d. School 

3. There will be no significant difference between 

the total experimental group and the total control group 



in self-esteem as indicated by combined scores on the 

retest. 

4. There will be no significant difference between 

the total experimental group and the total control group 

in the four sub-scales of the Self-Esteem Inventory on the 

retest: 

a • S e If 

b. Social 

c. Home 

d. School 

5. Mean gain in the total self-esteem scores of the 

experimental subjects will not differ significantly from 

the mean gain in the total self-esteem scores of the control 

subjects. 

6. Mean gain in the total self-esteem scores of the 

second, third, and fourth-grade experimental subjects will 

not differ significantly from the mean gain in the total 

self-esteem scores of the fifth, and sixth-grade experi-

mental subjects. 

Background and Significance of the Study 

Some studies reveal that the Negro's perception of his 

phenomenal self constitutes a barrier to the social, emo-

tional, and intellectual preparation that is needed in a 
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competitive non-segregated society. This barrier can be 

traced from the very early beginning (1, 4, 5, 9, 11, 13, 

21, 25). 

Radke (19) states that the child entering school already 

has a long past of social learning. The child brings with 

him perceptions of the self and differentiations of his 

social environment. Research indicates that the problem of 

low self-concepts and negative attitudes is intensified as 

a child progresses from one grade to another through school, 

by the fact that greater demands for knowledge, physical-

skills, and social competencies are placed upon him (3, 6, 

9, 20). 

Ketchum and Morse (14), reporting on a study of chil-

dren at the University of Michigan and four hundred and fifty 

children in a metropolitan school system, found that as 

children get older, their school self-esteem is more negative 

than their general self-esteem. They conclude, "as children 

progress through the elementary and secondary grades, their 

self-image and self-esteem take on an increasingly negative 

quality" (14, p. 51). 

There is justifiable concern by educators in the ele-

mentary schools today, with the large number of children 

making poor social adjustments and having educational 



problems. This concern is substantiated by the report from 

"The Mid-Century White House Conference on Children and 

Youth" (1950), which states that "one-fourth of all elemen-

tary school children need some kind of special treatment for 

social maladjustment" (17, p. 7). These problems are re-

flected by school failures, underachievement, school dropouts, 

truancy, as well as in the poor social relationships of 

children. These children respond to their environment in 

unsatisfactory ways. Their social relationships are such 

that they usually are rejected or isolated. In turn, they 

fail to meet their own needs or the needs of the group as 

far as social interaction is concerned. Most of these chil-

dren are referred to as having low self-esteem. 

The overall concern is thus compounded with the Negro 

child who faces integration or who has yet to do so. The 

fact is that in many instances he already has a long past 

of social stigmata in addition to the basic feeling of not 

being assimilated or acculturated. Consequently, as a 

result of the self-concepts that many of these children have, 

adjustment in school and particularly integrated schools 

add to the diversified demands and social expectations 

normally placed upon him. 



Gibson (8, p. 12) states that "we see things not as 

they are, but as we are." There is no reality for an 

individual except what he perceives to be true. Snygg and 

Combs (22) suggest this in their writings when they state, 

"what is perceived is not what exists, but, what one believes 

exists-. . . people can behave-only in terms of what seems 

to them to be so." They further state that "what a person 

thinks and how he behaves are largely determined by the • 

concepts he holds about himself and his abilities" (22, 

p. 12). 

Combs and Soper made this statement following a Coopera-

tive Research Project: 

If the self concept has the important role we are 
beginning to believe it does in the determination of 
human behavior, we need to know a great deal about the 
effects of school practices upon the development of 
both positive and negative self conception. What kinds 
of practices affect the self concepts of children? 
Every teacher since teaching began has been having some 
kind of impact upon the self concept of his students 
but at this point in 1963 we are still without defini-
tive answers to the problem. For the school children 
particularly, we need to know more about the kinds of 
experiences, teacher, classroom atmosphere and peer 
relationships which contribute to or detract from the 
feelings of adequacy (2, p. 13). 

Further research (9, 12, 1$, 17, lg, 24) suggests that 

a very real relationship exists between the way a person 

views himself and the way he views the external world of 
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persons and things; that there seems to be little doubt of 

the importance of self-concept as a determiner of behavior. 

What has been said of the self-concept can also be 

carried over to the attitudes of the individual. Fromm-

Reichmann has remarked " . . . because one can respect others 

only to the extent that one respects oneself. Or to put it 

differently, one can love others only to the extent that one 

loves oneself." And again, "where there is low self-esteem 

there is . . . low esteem of others, and fear of low apprecia-

tion by other people" (7, p. 21). Phillips (18) used Fromm-

Reichmann's remarks as a rationale for his study on attitudes 

toward self and others. His results indicated that the 

self-other attitudes as measured in terms of an objective, 

multiple-choice questionnaire show substantial relationships 

far above those expected by chance. Other research (2, 3, 

17, 21, 24) reveal similar interesting results. 

In recent years, emphasis has•shifted toward specific 

attitudes directed by Negroes towar.d themselves and others, 

as well as attitudes directed toward Negroes by others. A 

study by Grossack (10)*revealed that Negro children and white 

children differ markedly in their attitudes toward desegre-

gation, White children, as a group who opposed desegregation, 

perceived Negroes and whites as opposing it also. Negro 



children, as a group who favored desegregation, are somewhat 

less likely to perceive Negro and white opinion to be in 

opposition. 

Neal and Proshek (16) used a version of the Semantic 

Differential to sample attitudes of elementary schools. 

Children from the low socioeconomic levels were less posi-

tive than were the children near the median. 

The literature reviewed by Kvaraceus (15) on education 

of the Negro suggests that a lower level of goals, aspira-

tions, and limited opportunities have in a large measure 

prevented him from developing his educational potential. 

There is, at the same time, a paucity of evidence that the 

Negro's personality changes in a desegregated school (10, 

12, 15). 

Nathaniel Hickerson has curtly stated the problem as 

follows: 

An assumption is made that mere physical integra-
tion of schools . . . is the solution to the educational 
problems of Negro children. Physical integration . . . 
if' not accompanied by an increase in the quality of 
schooling for Negro children may turn out to be of 
little value at all (12, p. 19). 

This simply means that physical integration, for the sake 

solely of integration, does not get to the heart of the 

matter. The question of real importance is, when will the 

Negro children be given the opportunity to fulfill their 
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potentialities, and when will Negro children see reason for 

working hard in school and accepting the school's values as 

having significance for them? Psychological integration 

means greater positive adjustments for Negro children. How-

ever, before this takes place, Negro children must see them-

selves- as loved, accepted, and-worthy. 

This problem became one of significant local concern 

in a North-Central Texas city in April, 1969. The school-

board officially announced' the closing of the all-Negro, 

student-populated school. The developments, forcing consid-

eration of the de_ facto segregation issue in this North-

Central Texas city, came rapidly and with little advance 

notice. School board response was equally fast moving. 

However, great care was taken to make the communities aware 

of the grounds on which they ended de facto segregation : 

namely, moral, social, and legal, as well as educational. 

They acted with a knowledge of the same modest research 

evidence available to any school district faced with similar 

problems. The paucity of evidence concerning the potential 

effects of integration on children meant for the most part 

that any decision had to be based primarily on the faith 

that it could work. After very careful deliberations and 

extensive questions asked, the school administration accepted 
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a plan for possible research to offer a group of selected 

Negro children an intensive short-term enrichment program 

to ascertain whether they could improve their general self-

concepts. They hoped that improved self-concepts would lead 

to better overall adjustment of the children in their new 

school environments. 

This study was conducted for the purpose of evaluating 

the influence of a short-term program to improve selected 

Negro children's self-concepts. (The results of this study 

should be of immediate value to school boards who have faced 

and are facing integration.} Equally important, it should 

be of value to teachers, counselors, and administrators in 

coping with these educational problems. More specifically, 

this investigation should assist in the developing techniques 

for helping those children with low self-esteem andtgive some 

indications as to ways of helping them make better adjustments 

in school. 

Definitions of Terms 

For the purpose of this study, the following terms were 

defined: 

Attitudes.—The sum total of one's inclinations and 

feelings, prejudice or bias, preconceived notions, ideas, 
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fears, threats, and convictions about any specific topic. 

It is a subjective affair. 

Self-concept.—The way an individual sees himself; it 

is the set of characteristics he associates with himself; 

the set of inferences, drawn from self-observations in many 

situations. 

Physical adjustment.—The adaptation of attending the 

same school building, the same classroom, the same play-

ground . 

Psychological adjustment.—A feeling of being accepted. 

Satisfactory interaction with others. Physical integration 

accompanied by an increase in the quality of schooling. 

Short-term program.—The short-term program of study 

and activity conducted five days a week for three hours a 

day over a period of four weeks with each child in the ex-

perimental groups. 

Self-esteem.—The evaluation which the individual makes 

and customarily maintains with high regard to himself. It 

is a personal judgment of worthiness that is expressed in 

the attitudes the individual holds toward himself. In this 

study, self-esteem was ascertained by scores on the Cooper-

smith scale. 
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Low self-esteem.—A low self-appraisal with regard to 

himself. This person lacks trust in himself and evaluates 

himself poorly, regardless of what others may say. 

Grade level subjects.—That grade which the child en-

tered September, 1969. 

Limitations 

The following limitations existed in this study. The 

subjects were Negro elementary school children who entered 

integrated schools for the first time in 1969-70. The assess-

ment of self-esteem was made by a self-esteem inventory 

scale. No attempt was made to correlate personality, sex, or 

intelligence variables. Although a program of study and 

activity was carried out, other factors in the lives of the 

children may have contributed to the results obtained. 

Basic Assumptions 

A first assumption is that self-concepts can be changed; 

that they are measurable and they vary along a continuum. 

Another assumption is that the subjects will respond honestly 

to the instrument used to measure self-concepts. It is 

further assumed that under frustrating conditions, such as 

integration, concepts can be adversely affected. 

The Self-Esteem Inventory Scale was assumed to be a 

reliable measure of the individual's self-concept. 
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Procedure for Collecting Data 

One hundred students in a Negro segregated elementary-

school in North-Central Texas were randomly selected to be 

subjects for this study. Subjects were equally divided into 

experimental and control groups. 

The experimental group participated in a short-term 

program designed to improve self-concepts. At the end of 

the four-week term, the Self-Esteem Inventory was administered 

to the experimental subjects and to the control subjects. 

The same test was administered again approximately three 

months later to all subjects at their respective schools, 

which had in the meantime been integrated. 

Procedures for the Treatment of Data 

The Self-Esteem Inventory was hand-scored and means were 

calculated for the total scores and sub-test scores for the 

control and experimental groups. Fisher's t for related 

samples was used to test significant differences between 

groups, and Fisher's t for independent samples was used to 

test significant differences within the experimental group. 

For the t test, the .05 level of significance was required. 
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CHAPTER II 

SURVEY OF RELATED LITERATURE 

There has been a number of studies which reveal the 

apparent relationship between self-concept and school adjust-

ment or achievement. Without exception, the level of achieve-

ment which the individual attains seems .to depend to some 

extent upon how he perceives himself. The concept that one 

has may be vague and ill-defined to the conscious gaze, but 

it is there complete to the last detail: a system of inter-

related ideas, attitudes, values, and commitments influenced 

by past experiences, successes and failures. 

The related literature pertinent to this research is 

presented in four sections: (1) the relationship between 

scholastic achievement and self-concept in grades one through 

ten, (2) the importance of the Negro self-concept basic for 

education of Negro youth, (3) the variety of attitudes toward 

integration and the Negro, and (4) a summary of the related 

literature sections. 

IS 
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Relationship Between Self-Concept and 
Scholastic Achievement 

The results of studies which compare self-concept and 

achievement are somewhat contradictory. Research by Paus-

saint and Atkinson (31) bears this out as well as the survey 

of research. Walsh (42) found that underachievers manifested 

inadequate and crippling self-concepts, while Fiedler (17) 

and Turner and Vandevilippe (41) reported no relationship 

between self-concept and academic achievement. Among twenty-

five fourth and sixth-grade children tested by Perkins (32), 

there was no relationship over a six-month period between 

changes in self-ideal congruence and changes in school 

achievement as measured by the California Achievement Test. 

The findings of Klausmeir and Check (27) and of 

Ringness (33) tend to support Coopersmith's findings. They 

generally conclude that self-esteem is an important' factor 

in developing the child's sense of identity. It is also 

important in helping the child to maintain satisfying rela-

tionships with others. 

Piers and Harris (34) found that the relationship be-

tween self-concept scores and I. Q., as well as academic 

achievement, was greater at the sixth-grade level than it 

was as the third-grade level. While the findings reported 

by Paschal (30) show that a disproportionate number of 
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younger siblings fall in the Inadequate Self-Concept Category, 

they also suggest possible considerations for school coun-

selors as well as teachers. He reported that a relationship 

does exist between reported self-concept and teacher-assigned 

grades. 

Fink (1$) studied twenty pairs of boys and twenty-four 

pairs of girls who were high-achieving ninth-grade students. 

Three psychologists independently analyzed a miscellany of 

test data (California Psychological Inventory, Bender Visual-

Motor Gestalt Test, Draw a Person Test, Gough Adjective . 

Check List, a brief essay describing "What I Will Be In 

Twenty Years," and a personal data sheet). The hypothesis 

that inadequate self-concept is related to high academic 

achievement and the independent self-concept is related to 

low achievement was supported at the .001 level for boys and 

at the .01 level for girls. 

Reeder (37) examined some correlates of the self-concept 

and found that low achievers usually have low self-concept 

ratings. This was based upon sociometric measures, an 

author-revised Brownfain Self Rating Inventory, the California 

Test Mental Ability, and the California Achievement Test. 

She identified those described by self, teachers, and peer 
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as having high and low self-concept ratings from'five 

hundred and thirty-nine fifth-grade pupils. 

Kish (26) investigated underachievement in a self-concept 

personality framework by using the Q-sort technique and a 

pictorial test of self-esteem. He obtained measurements of 

self-acceptance of forty male subjects from grades five 

through eight. He hypothesized that .the greater the dis-

crepancy between these two concepts (self and ideal-self)' 

the greater the underachievement of the children. All the 

data analyses supported the underachievement of children. 

All the analyses supported the hypothesis that there is a 

relationship between academic achievement and the way in 

which a pupil perceives himself. 

Combs (11) hypothesized that persons can only function 

to the degree that they feel adequate to function. His fifty 

ninth and tenth-grade subjects were classified as under-

achievers or overachievers. This classification was derived 

from a comparison of their grade points from hard-core sub-

jects with their Wechsler Intelligence Scale for Children 

intelligence quotients. They were orally administered a 

standard set of instructions and an apperceptive device. 

All responses were electronically recorded on magnetic tape, 

and these recordings were analyzed in terms of six continua 
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of perception, which were developed for the study. Under-

achievers showed a significant and consistent difference 

from overachievers in that they (a) saw themselves as less 

adequate, (b) saw themselves as less acceptable to others, 

(c) saw their peers as less acceptable, (d) saw adults as 

less acceptable, (e) showed an inefficient and less effective 

approach to problems, and (f) showed less freedom or adequacy 

of emotional expression. 

Brookover, Paterson and Thomas (6) examined junior high 

students' self-concepts of their ability and their achieve-

ment in school. The analyses were based on data from school 

records, a questionnaire, and interviews. They constructed 

a Guttman type scale to measure the students' self-concepts 

of ability with particular reference to academic or school 

ability. The most relevant findings were the following: 

(a) Self-concept of ability was significantly related to 

school achievement of seventh-grade boys and girls. The 

correlation was .57 for each sex. (b) Self-concept of 

ability was positively related to school achievement in 

seventh grade when measured intelligence was controlled. 

The correlation, with measured intelligence partialled out, 

was .42 for boys and .39 for girls. High-achieving groups 

also revealed a significantly, higher mean concept of ability ' 
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than did low-achieving groups with comparable measured 

intelligence scores, (c) Self-concept of ability was posi-

tively related to the image students held of significant 

others (parents, teachers, and peers) held of them. 

As a result of this research, Brookover, LePere, 

Hamachek, and Thomas (5) designed three experiments to en-

hance the self-concepts of ability of low-achieving students 

through the modification of significant others with whom the 

students interacted. It was hypothesized that school achieve-

ment would subsequently improve if self-concept of ability 

improved. In one study an "expert" presented material de-

signed to enhance self-concept in a formal manner. The 

results did not show this to be an efficient means of in-

creasing either self-concept of ability or school performance 

among low-achieving ninth-grade students. In an incompleted 

study, a new significant person was introduced into the life 

of a low-achieving student. The intent was to assist the 

student to see himself and his abilities through the eyes of 

the counselor who would try to assist him toward a more posi-

tive self-evaluation. At the half-way point, the end of one 

year of counseling, the treatment group had a trend toward 

lower self-concepts than did the control group. In another 

experiment they sought to modify the expectations and images -
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which the parents held for the student. The parents were to 

participate in a year-long discussion group for which the 

goals were to communicate a more positive self-image to the 

child. Individual conferences were held with all parents 

in the experimental group. In a placebo group, the discus-

sion group emphases were upon general problems of dealing 

with adolescents. After a nine-month-period, the experi-

mental-group parents had succeeded in helping the child to 

alter his perception of himself as an achiever in a signifi-

cantly positive direction and had thereby helped him to 

significantly improve his academic performance in school, 

as reflected in school grades given by teachers (June, 1962' 

to June, 1963). No mention was made as to whether the 

teacher-s knew who the subjects were. No change in self-

concept of ability was found for students in the placebo 

group, and although not to a significant degree, a more neg-

ative general self-concept was found on the part of students 

in the control group over the nine-month period. 

Coopersmith (13) found in a study of fifth and sixth-

grade children that a correlation as high as .36 could be 

found between positive self-concept and school achievement. 

Children with low self-esteem tend to be more anxious and 

less well-adjusted, less effective in .groups, and in the 
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tasks of life as compared with a child having high self-

esteem. In Coopersmith's (12) most recent study, he continues 

to point out that the type of self-esteem an individual 

acquires, whether high or low, realistic or defensive, is an 

important factor in his developing a sense of identity and 

maintaining satisfying relationships with others. 

Randolph and Howe have developed a program called Self 

Enhancing Education (36) through action research that was 

continuous from 1957 to 1966. This study was conducted in 

the Cupertino Union Elementary School District, Cupertino, 

California. They report that low self-esteem results pri-

marily from traditional methods of structuring learning 

opportunities. The objective of Self Enhancing Education was 

to develop for every child motivation, higher achievement, 

and socially productive behavior. The researchers observed, 

based on the work of 200 teachers involving approximately 

six thousand youngsters, that the most effective way to 

achieve.this goal was by improving the image every child had 

of himself—that is, by developing, increasing, and expanding 

his own self-esteem. S. E. E. proved to be especially bene-

ficial to (1) children whose achievement is less than their 

potential and to (2) children who employ unproductive, repeti-

tive behavior patterns. In place of traditional methods, 
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S. E. E. proposes specific methods that involve the.child in 

solving his own problems, exercising his own self-control, 

and planning his own self-direction. 

Baty (2) measured the effect of an intensive short-term 

counseling program on children with low self-esteem. On two 

accounts the data show that there was a significant improve-

ment in the self-esteem of the counseled children, and he 

concluded that intensive short-term counseling for children 

with low self-esteem appears to be effective in changing 

self-esteem in a favorable direction. 

In a preponderance of the research cited, a positive 

relationship between the self-concept and achievement is 

found. Children with high self-esteem achieve more and are 

better adjusted to school and peers than are those with low 

self-esteem. This, then, lends importance to the present 

research in that if a program of study and activity can be 

developed to improve the self-esteem of Negro children, they 

may then be taught more effectively. 

The Importance of Negro Self-Concept Basic 
for the Education of Negro Youth 

The Supreme Court Decision of 1954, outlawing de jure 

school segregation, recognized that schools cannot be separate 

and equal, because this condition .contributes to psychological 
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degradation and formation of a negative self-image in Negro 

children who are rejected and isolated in racially segregated 

schools. As Allport asks, 

. . . what would happen to your own personality if you 
heard it said over and over again that you were lazy, 
a simple child of nature, expected to steal, and had 
inferior blood? Suppose this opinion were forced on 
you by the majority of your fellow citizens? And 
suppose nothing you could do would change this opinion 
—because you have black skin (1,- p. 142)? 

Again, the compoiindedness of the Negro child's position 

can be viewed through the paucity of research which .suggests 

that the environmental stimuli of the American color-caste 

system tends to develop conceptions of self in Negro children 

and youth which result in defeated behavior, as far as aca-' 

demic development is concerned (2). 

There are, no doubt, unresolved differences of opinion 

among psychologists as to the sources of behavior. Whatever 

it is that impels an individual to act or not to act, a sig-

nificant role is played in this determination by what the 

person thinks about himself. Contemporary research in child 

growth and development has highlighted the central signifi-

cance of the individual's concept of himself (47). 

In the' early drawings and stories and dreams of Negro 

children appear many wishes to be white. Negro children 

have a harder time than white children have identifying 
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t-hemselves correctly in terms of race ($). This identifica-

tion is also related to color—the darker Negro is able to 

see himself as a Negro earlier than a light-colored one. 

Consequently, the behavior of the two may be different. 

There have been numerous attempts to measure self-concept 

and to associate it with various forms of behavior. While 

the validity of the measures has varied widely, most have 

confirmed the weakness and negativeness of the Negro's self-

concept. One notable exception is the finding of the Coleman 

Report (9). By that measure, negligible differences were 

found between the self-concepts of Negroes and of whites; 

they were at approximately the same levels when controlled 

for a range of variables. This finding would seem to have 

implications for achievement. Coleman did not find this to 

be the case. Of these expressions of attitudes and motiva-

tions measured in children in this study, level of self-concept 

was the weakest predictor of achievement for black children, 

while it was the strongest predictor of achievement for white 

children (9). Thus, this study says that although self-concept 

may be high, it is not*related to achievement. 

The evidence on the operation of self-concept as a moti-

vation of behavior is conflicting. What is clear is that no 

conclusive evidence has been aduced to show that low levels 
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of self-concept are associated with optimal levels of achieve-

ment. Research by Lott and Lott (29) indicates that Negro 

youth are responding to the caste position and selecting 

lower goals and lower standards for themselves, even when 

their family, socioeconomic position, and innate capacities 

would indicate higher achievement motivation. Other studies 

(15, 16, 23) on the self-concept of the Negro suggest the 

presence of a negative self-image, if not a self-hatred. 

Hodgkins and Stakenas (23) found that significant dif-

ferences between Negro and white subjects existed in self-

adjustment and self-assurance in the school situation with 

Negroes tending to score higher than whites, but, when social 

status level was controlled within race, these differences 

were not maintained, although the tendency still existed. 

On the basis of the statistical findings by Caplin (9)> 

it was revealed that the school-related self-concept and 

level of aspiration of children, white and Negro, attending 

the de facto segregated school, were significantly lower than 

those of children attending the newly-desegregated or long-

term segregated schools. It was also found that children 

having more positive self-concepts and higher levels of 

aspiration had higher academic achievement. 
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Noted researchers such as Watson (43) and Bloom (4)> 

among others, are of the opinion that schools which have a 

large Negro-pupil population tend to have a school climate 

which is not conducive to the development of confidence, 

basic self-related self-concept, and level of aspiration 

among schools and may have been due, in some measure, to the 

disproportionate number of Negro pupils and to the socio-

economic composition of the several schools. 

Other research reveal interesting data. Guardo's (21) 

study supported the hypothesis that there is a positive 

linear relationship between socio-metric status and self-

concept. Horowitz (22) reported nonsignificant correlations 

for fourth grades. Williams and Byars (45) administered the 

Tennessee Self-Concept Scale to 134 Negroes and 176 Caucasian 

students. Generally, the findings indicated that the Negro 

students were low in self-confidence, defensive in their 

self-descriptions, confused concerning their self-identity, 

and similar in their performance to neurotic and psychotic 

individuals. Negro students attending integrated schools 

did not differ significantly from those in segregated settings, 

A study by Campbell, Yarrow, and Yarrow (7) revealed 

that an integrated camp experience did have a significant 

effect' on the self-perceptions of children, of Negro children 
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in particular. They also revealed that in the initial stages 

of the camp experience, Negro children were highly tentative 

and withdrawn, expressing most often the fear that the other 

Negro children' would not behave properly. 

Gramb (2$) states that the life experience of the Negro 

child are not such as to aid him in developing a positive 

sense of himself or of his place in his world. She further 

suggests that it would seem that a very compelling hypothesis 

is that 

the Negro child, from earliest school entry through 
graduation from high school, needs continued oppor-
tunities to -see himself and his racial group in a 
realistically positive light. He needs to understand 
what color and race mean; he needs to learn about those 
of his race (and other disadvantaged groups) who have 
succeeded, and he needs to clarify his understanding 
of his own group history and current group situation 
(28, p. 21). 

As indicated above, Negro youth find the development of 

a realistic concept of self much less a positive self-esteem 

difficult to achieve. Even though the level of self-concept 

in Negro children may not have as much impact upon achieve-

ment as in white children, it nevertheless influences the 

goals children set for, themselves. Low self-esteem children 

set lower goals. Negro children more often hold a negative 

self-image. 
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A short-terra camping experience may have a positive 

effect upon the self-concepts of Negro children. This coming 

to terms with the reality of being Negro is a necessity for 

Negro youth. If a short-term program of study and activity 

proves to have a positive effect upon self-esteem, this 

research will be of value. 

Attitudes Toward Integration 
and the Negro 

In a nation as diversified as the United States, the 

process of education can never be simple. As the issue of 

race relations permeates virtually every aspect of our life, 

so events in our schools are interwoven and affected by 

practically everything that is done for and with children. 

Consequently, the educational problems of desegregation 

and integration have important political, legal, and social 

aspects. However, the review of literature in this section 

will be centered around the more purely educational dimen-

sions of the matter—the cultural and psychological aspects 

which affect the Negro child. 

As Fischer (19) points out, many of the recent efforts 

to integrate Negro pupils into the mainstream of American 

public education have been built on the assumption that the 

problems are essentially administrative, legal, or political.' 
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The real problem is how can the Negro child be integrated 

psychologically as well as physically? 

Walter G. Daniels (14) reminds Americans that "knowledge 

is not enough," while William Isaacs (24) suggests that there 

is little evidence to sustain the view that aspiration and 

ambition, indispensable for quality education, are immediate 

products of integration. It seems that however necessary 

and desirable, integration in and of itself is not sufficient 

for quality education. In the absence of aspiration and 

ambition, the result is likely to be integrated apathy and 

antagonism. 

Blake (3) concluded that although Negro students have 

lower aptitude scores on standardized tests, they have higher 

aspirations than comparable white students in regard to 

educational training. 

Wey (44, p. 509) posed a number of troublesome questions 

for which research must find answers if progress in this 

critical area of civil rights is to continue. These questions 

were concerned with population shifts in desegregated com-

munities, the ability of the Negro student, the Negro student's 

self-concept, and others. Wey concluded that integration 

means the realization of equal opportunity by deliberate 

cooperation without regard to racial barriers. 
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In an effort to integrate the Negro children psycho-

logically, the Pasadena school board and community instigated 

a plan that met the approval of the entire black community. 

It was a cooperative venture. Its executive committee met 

at regular intervals, weekly or biweekly, to discuss a host 

of procedural problems associated with a longitudinal study, 

to measure the effects of integration on both the ethnic 

minority and majority (44). 

Grossack (20) studied the attitudes toward desegregation 

of Southern white and Negro children by use of an open-end 

questionnaire. The quantitative and qualitative results 

indicated that 

1. Negro children are much more favorably disposed to 

school desegregation than are white children. 

2. There is more heterogeneity in white attitudes with 

a small, but definite white minority also favoring desegrega-

tion. 

3. Both groups perceive adults favoring segregation, 

but Negro children perceive group norms more favorable towards 

desegregation than do white children. 

4. Stereotypes between groups stress the situation of 

segregation, intergroup hostility, group differences, and 

incompatibilities. However, white children favoring 
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desegregation have more favorable stereotypes than do white 

children in general. 

5. The qualitative data indicated that children are 

extremely sensitive to the general social situation and that 

resistances, to desegregation are generally quite intense but 

do not preclude harmonious change. 

6. The complexity of the problem and its many untapped 

facets indicate that social science research has been too 

little and too late to really play a crucial role in the 

social changes occurring. 

The research of'Radke, Trager, and Davis (35) show that 

friendly and cooperative classroom behavior did not prevent 

the growth of many group stereotypes and group prejudices 

in the children. Similarly, in the school where there were 

few or no Negro children, there was at least as much prejudice 

toward Negroes as in the school where there were more Negro 

children. Stereotype and prejudices do not arise primarily 

from interpersonal contacts. Contact cannot then be used as 

the only means for prevention or changing prejudices. 

Dr. Cole's (10) intensive study of Negro and white 

youngsters in integrated schools in the South generally sup-

port the thesis that attitudes could be more easily changed 

if groups rather than isolated individuals were studied. 
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To shift one's values and to find oneself alienated or de-

viating from oneTs reference group can be hard. 

As Dr. Cole points out, merely shifting youngsters from 

one school to another or redistricting in and of themselves 

may create problems, as well as provide the students with a 

rich opportunity to learn and value other students of dis-

similar backgrounds. Social integration and lessons in 

democratic living will not accrue automatically and certainly 

not without careful prior planning (10). Much more can be 

done at the elementary school level before racial and class-

status idealogies have taken root, as Dr. Cole's study of 

younger Southern children in segregated schools bear out. 

John H. Fischer (19, p. 297) summarizes the educational 

problems of desegregating schools as follows: 

1. The focus of sound teaching is always on the indi-

vidual, for education is an intensely personal matter, having 

its principal effect always within the person. 

2. If we are to achieve good education, we must respect 

the individuality of each student, relating his instruction 

to his background, his needs, his possibilities. 

3. To achieve equality of opportunity within the whole 

of our culture, it may be necessary to offer those who are 
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handicapped by their history or their current situation not 

merely equal, but compensatory educational opportunity. 

4. In the organization of education, many considera-

tions are important, many characteristics are relevant, but 

racial differences in themselves are not. 

In the' administration of schools, therefore, the manipulation 

of pupils on purely racial grounds is irrelevant and im-

proper. 

Again support is given to the fact that the Negro child 

must see himself as accepted, loved, and worthy as a human 

being and as an individual. For many Negro children, the 

traditional system has failed for a long time. 

The research suggests that the most important aspect of 

integration is the psychological acceptance. Integration is 

no guarantee of the ambition and aspiration essential to 

quality education. The cooperation of both majority and 

minority is essential to the development of successful psy-

chological integration. 

Bringing children of dissimilar backgrounds together in 

schools without a well-planned program of study and activity 

may result in increased prejudice and lowered self-esteem. 

In the development of programs for the education of educa-

tionally-disadvantaged youth, racial differences are of much 
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less importance than self-esteem. A program of study and 

activity designed to raise the self-esteem of children 

appears to be a worthy area of research and study. 

Summary 

The review of the literature reported in this chapter 

has relevance to the present study. The findings concerning 

the relationship of the self-concept to achievement were 

somewhat contradictory. Some investigators found little or 

no relationship, while others found significant ones. The 

one permeating factor that kept all of the research closely 

knit was the fact that there was agreement that the individ-

ual's self-concept does affect his academic achievement. 

The most specific and pertinent aspect of the literature 

was the Negro self-concept. The consequences of self-concept 

rather than the phenomenon itself was the general concern. 

The research, in effect, examined negative school forces that 

downgrade the self-concept, searched for new interventions 

that might be tested for their effectiveness in changing and 

improving the learning behavior of Negro youth in the class-

rooms. However, the paucity of systematic studies dealing 

with the self-concepts of Negroes support the need for added 

research. 
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Practically nil in the review of literature was the 

effect of integration on the self-concepts of Negro children, 

For herein lies the bases for constantly looking for methods 

of integration that can and do work for the betterment of 

the Negro.,-
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CHAPTER III 

METHODS AND PROCEDURES 

Methodology 

The purpose of this study was to measure the influence 

of a short-term program to improve the self-concepts of a 

group of Negro children. This chapter describes the research 

site and populations, procedures for selecting participants, 

and methodology of the study. Permission was granted by the 

North Texas State University School of Education and the 

Denton Public School District. 

Research Sites and Student Population 

This study was conducted in five schools in the Denton 

Independent School District. This community was chosen be-

cause it represented an all Negro populated elementary school 

that would be closed the following school year in compliance 

with the Desegregation rule of 1964. The investigation was 

commenced because of the swift action of the school board to 

close the segregated school without forewarning and without 

any kind of preparation for the Negro children, who would be 

faced .with totally new school environments that would involve' 
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physical as well as psychological adjustment on their parts. 

This community represented a national trend away from segre-

gated schools to integrated schools. 

Subjects . 

One hundred Negro elementary school children from grades 

two to six, ranging in age from six to twelve years, partici-

pated in the study. The subjects from the Negro segregated 

school were randomly selected, using the table of random 

numbers. The first fifty subjects were selected as the ex-

perimental group, and the second fifty made up the control 

group. Owing to attrition, ninety-eight of the subjects 

were in the total program. 

Procedures for Collecting the Data 

A letter of recommendation was written by the Dean of 

the School of Education at North Texas State University to 

the Superintendent of Denton Public Schools endorsing the 

qualifications of the investigator and the worth of such a 

program. Two conferences were held with the superintendent, 

afterwhich permission was granted to conduct the study. 

The one hundred subjects were randomly.selected from a 

total elementary school population of one hundred ninety-

eight—thirty of whom were graduating 'into junior high and 
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twelve of whom were special education. Subjects were equally-

divided into experimental and control groups. 

Letters were then written to the parents of the experi-

mental group (see Appendix B) followed by personal contacts. 

The purpose of the program, the projected outcome, and the 

other particulars of the short-term program were explained 

to the parents. 

The parents of the control group did not receive letters 

until the beginning of the fourth week of the short-term 

program, followed by personal visits from the investigator 

and a staff assistant. These parents were not given any 

prior explanation of the program except in those cases where 

the parent had a child in the experimental group and the 

control group. In which case, careful explanations and 

minute details were given to insure the parents' understand-

ing of the program and its objectives. One hundred per cent 

cooperation was received. 

The experimental group participated in a short-term 

enrichment program designed to develop positive self-concepts. 

They were exposed to a variety of activities and field trips, 

all designed to enhance their general feelings of self in a 

positive direction. 
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On the last day of the short-term enrichment program, 

the control group joined the experimental group, and both 

were administered the initial test of the Self-Esteem Inven-

tory. This test was administered by the Counselors and 

Teachers who participated in the short-term program. The 

SEI was administered according' to the Stanley Coopersmith 

scale. However, before the administration of the test, a 

conference period was held so that the understanding and ' 

standardization was uniform. The only deviation from instruc-

tions was that each second and third grader took this test 

individually and verbally, and the test administrator re-

corded the responses. This was done because of the possible 

reading difficulty and understanding. The fourth, fifth, 

and sixth graders were given the test as groups, but the 

test administrator read each item along with the students. 

The students marked their own test papers. 

The tests were then scored by the counselor and the 

investigator according to Coopersmith's scale: 26 items self, 

$ items school, 8 items social, and $ items home—a combined 

score of 50. 

Three months later the superintendent gave the investi-

gator permission to do a retest in five schools where the 

children had been placed. A list of the children and the 
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schools they attended was received from the administrative 

office of the Denton Public Schools. The principals were 

then contacted by the Superintendent, and permission was 

granted by them and the teachers to do the retest. 

The retest of the same form of the Self-Esteem Inventory 

was administered fifteen weeks after the initial test by the 

classroom teachers in respective schools, the investigator, 

and volunteer doctoral graduate counselors from North Texas 

State University. The time was synchronized for all schools. 

Instructions were given prior to the testing so that all 

test administrators would be doing the same thing. Again, 

the only deviation from CoopersmithTs instructions was that 

each second and third grader took this test individually and 

verbally, and the testor recorded the responses. The fourth, 

fifth, and sixth graders were given their instructions as a 

group and recorded their own answers. However, the testor 

did read each item along with the students. This step was 

taken so that if there were subjects in these grades with 

some reading difficulty, they would be able to follow the 

testor. The tests were then scored by the counselor and the 

investigator according to the Coopersmith scale. 
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The Instrument 

Self-Rating Scale 

The Self-Esteem Inventory is a fifty-eight-item instru-

ment on which the subject rates himself on a two-point scale 

by checking "like me" or "unlike me." It is a self-esteem 

inventory developed and used extensively by Coopersmith (2) 

and used in the Ketchum and Morse Project (3), and the re-

search by Charles Baty (1). This Self-Esteem Inventory has 

five sub-scales: self (26 items), social (3 items), home 

(3 items), school (S-items), and a lie scale (£ items). The 

lie scale was dropped because of difficulties encountered 

with it in other studies. 

Test-retest reliability after a three-year interval was 

.70. The test-retest reliability by one teacher after an 

eight-week interval was .96 with a mean of 63.4 and a standard 

deviation of 15.4. 

.Design of the Short-Term Enrichment Program 

The short-term program of study and activity was de-

signed to provide emotional support, encouragement, and 

mutual respect in order to instill a sense of high self-

esteem in the children. The staff was selected on the basis 

of their ability to understand and work with the children. 
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The curriculum provisions were essentially suggestions for 

organizing and structuring learning situations and activities 

into meaningful experiences for children. 

Teachers -

The teachers designated for grades two through six, and 

the specialists in music, art, science, and dramatics were 

selected on the basis-of three criteria. They possessed a 

master's or doctoral degree in elementary education in their 

major area of concentration; they had public-school teaching 

experience; they were interested in and willing to partici-

pate in .this research project. 

Daily teachers' meetings were held so that the exchange 

of ideas, problems, and solutions would help each teacher 

work better with the children involved. Also revealed in 

these meetings were the teachers' ideas of their roles and 

responsibilities in helping the children improve their self-

esteem. 

Teacher-Aides 

The teacher-aides consisted of selected parents of the 

children, volunteer senior students in a course in Language 

Arts at North Texas State University, and teachers. The 

criterion for their selection was of a more general nature. 
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They possessed the ability to work well with others. There 

was an awareness of needs and problems of the children and 

conscientiousness in assuming responsibilities and carrying 

out duties and assignments. 

Counselors 

The two counselors designated for elementary counseling 

were selected on the basis of five criteria. They possessed 

a master's or doctoral degree in counseling and. guidance or 

child psychology; they had elementary teaching experience or 

the equivalent; they were experienced elementary counselors; 

they had a good relationship with school personnel in schools 

from which they were selected; and they were interested in 

and willing to participate in this research project. 

In order to establish uniformity of duties and test 

administration, three orientation sessions were scheduled 

at which the counselors were given thorough instructions on 

counseling sessions, how to 'administer the tests, and to 

interpret the results for further counseling sessions. Since 

both counselors used Rogers' techniques, uniformity was fur-

ther strengthened. 

Each counselor had initial visits with the subjects in 

the experimental group. During the visit the counselors got 

to know the students by name, their age, something of their 
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backgrounds, and made each student feel welcome to come and 

talk anytime. Other visits were referred by the teacher, 

voluntarily, or solicited by the counselors. 

Counseling Assistants 

The five counseling assistants designated for elementary 

counseling were selected on the basis of four criteria. They 

possessed a bachelor's degree in elementary education or 

child psychology, or counseling and guidance, with a minimum 

of fifteen hours above the bachelor's degree; they had ele-

mentary school teaching experience or the equivalent; they 

were recommended by a teacher in advanced psychology course; 

and they were interested in and willing to participate in 

this research project. 

In order to establish uniformity of duties and test 

administration,' the counseling assistants participated in 

three orientation sessions with the counselors. . At which 

time they were also given thorough instructions and explana-

tion of the program and their responsibilities. 

The counseling assistants did the clerical work of 

keeping records, files, dates, and general organization of 

folders on all the students, as well as assisted in the 

various testing schedules. 
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Philosophy 

The short-term enrichment program was organized around 

the philosophy that 

1. These children must be oriented in a more positive 

way toward school. 

2. These children have an ability and a capacity to 

learn much greater than they have been allowed. 

3. These children have unique needs and deficiencies 

which must be taken into account in planning their learning 

experiences. 

4. These children can become understanding, productive, 

and self-actualizing growing youth if given the opportunity. 

Objectives • 

The objectives of the short-term program were fivefold: 

1. To provide direct and vicarious experiences that 

will affect the self-concept in a positive way. 

2. To make use of the everyday, meaningful situations 

that the child might experience directly or indirectly, so 

that he may begin to use some of the methods for understand-

ing and dealing with human behavior. 

3. To encourage creative outlet for self-expressions. 

4. To provide many opportunities for oral expression 

and communication with peers, parents, community leaders and 

teachers. 
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5. To foster good mental health habits, which include 

personal hygiene and common courtesy. 

Overview of Activities 

Five resource units were used. 

Second grade.—Basic theme: Who Am I? Unit: I Am a 

Unique'Person. 

This unit provides suggestions for helping the young 

child identify self in relation to others, both in school 

and-at home and to know himself as a person of individual 

worth and dignity. 

Third grade.—Basic theme: With What Group Do I Belong? 

Unit: I Belong to a Race and a Nation. 

This unit contributes to the child's gradual broadening 

concept of group membership. As the child notes to which 

race he belongs, he also learns that racial differences are 

primarily superficial and that such differences do not neces-

sarily keep people from living and working together, and that 

our nation needs the contributions of all races. 

Fourth grade.—Basic theme: How I Am Like People of 

Other Cultures. Unit: I Have Physical, Personal, and Social 

Needs Similar to Those of People in Other Cultures. 

This unit attempts to bring out the fact that all people-

are individuals with worth and dignity, individuals with 
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distinct personalities, individuals who have definite needs 

in order to develop these personalities, and that those needs 

transcend culture, race, and economic conditions. 

Fifth grade.—Basic theme: Why Did I Do That? Unit: 

My Behavior Is Always Caused and Always Has Consequences. 

This unit notes how behavior in other cultures is af-

fected by many factors and points out that consequences of 

behavior must be considered. 

Sixth grade.—Basic theme: Profiles of Courage. Unit: 

Profiles in Great Choices. 

This unit attempts to bring out the fact that everyone 

must make decisions regardless of who they are, and that 

they, too, must make decisions. (See Appendix C for specific 

materials suggested for each unit.) 

Procedures for Treating the Data 

The statistical procedures below were employed in order 

to provide a generally accepted basis for interpreting the 

results of the study. They were used in the manner recom-

mended by McNemar (4). 

1. Fisher's _t test of related samples was made on the 

combined scores of the test retest and the four sub-scores 

which included "self," "social," "home," and "school." 

(Hypotheses 1~4») 
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2. Fisher's t test of related samples was used in as-

certaining the mean gain in the total self-esteem scores of 

the control and experimental groups. (Hypothesis 5.) 

3. The mean gain in the total self-esteem scores of 

the second, third, and fourth grade and the fifth and sixth 

grades of the experimental groups was also ascertained by-

Fisher's t test of independent samples. (Hypothesis 6.) 

Summary 

In this chapter relevant facts to the research site and 

subjects were presented. Also presented were the methodology 

of the study, the design of the short-term enrichment program 

and procedures for treating the data. 

The research site was described as being representative 

of the national trend away from segregated schools to inte-

grated schools. The ninety-eight subjects who participated 

in the study were described as being all Negro in grades'two 

through six. 

The procedures for collecting the data involved approval 

by the Dean of the School of Education at North Texas State 

University, the Superintendent of the Denton County Public 

Schools, principals and teachers, and the parents of the 

children involved in the program. 
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The design of the short-term program revealed the selec-

tion of the staff, the philosophy and objectives of the 

program, and an overview of activities. 

The instrument used in the study is known and accepted 

in the fields of psychology and education as a measure of 

the characteristics it professes to assess. 

The appropriate statistical treatment for the testing 

of the hypotheses was listed and their specific purposes 

were explained. 
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CHAPTER IV 

PRESENTATION AND DISCUSSION OF THE 

RESULTS OF THE STUDY 

The problem of this study was the effect of a short-term 

program to improve the self-concepts of selected Negro ele-

mentary school children. This chapter treats the data on 

the initial test and retest of both the experimental and 

control groups. 

The statistical technique used to test the data was 

Fisher's t of related samples and independent samples for 

significant differences between groups. For the t test, 

the .05 level of significance was used. 

Hypothesis I 

It was stated in Hypothesis I that there will be no 

significant differences in' the total experimental group and 

the total control group in self-esteem as indicated by com-

bined scores of the Self-Esteem Inventory on the initial 
" V " L" ' • • 

test. An examination of Table I will reveal the results 

of a comparison between the two groups on total scores of 

the SEI. The results showed that there was no significant 

60 
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difference at the .05 level. Hypothesis I, as stated in the 

null, was therefore accepted. 

TABLE I 

A COMPARISON OF THE EXPERIMENTAL AND CONTROL GROUPS 
ON TOTAL SCORES OF INITIAL TEST 

Group Number 
Mean 
Scores 

Standard 
Deviation t 

Level of 
Significance 

Experimental 50 2$.9200 6.3429 
—.446$ NSD* 

Control 4S 29.5416 7.2714 

*No significant difference. 

The acceptance of the null hypothesis in this test means 

that on such aspects of total self-esteem as self, social, 

home, and school, there was no significant difference between 

the experimental and control groups at the end of the four-

week program of study and activity. The mean score of the 

control group was 29.5416 with a standard deviation of 7.2714. 

The mean of the experimental group was 23.9200 with a stand-

ard deviation of 6.3429. Although the mean score of the 

control group is slightly higher than the experimental group, 

it did not approach significant difference. 
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Hypothesis II 

Hypothesis II-A stated that there will be no significant 

differences in the total experimental group and the total 

control group in- the "self" sub-scale. An examination of 

Table II will reveal the results of a comparison made between 

the experimental and control groups. The results show 

that there was no significant difference at the .05 level 

between the two groups. Hypothesis II-A was accepted. 

TABLE II 

A COMPARISON OF THE EXPERIMENTAL AND CONTROL GROUPS 
ON SELF SUB-SCORE OF INITIAL TEST 

Group Number Mean 
Scores 

Standard 
Deviation 

t Level of 
Significance 

Experimental 50 16.2000 3.5440 
.8256 NSD* 

Control 

xt^TvT t 

48 15.5000 4.7037 

This indicates that on the ,TselfIf sub—scale which con-

tained such aspects as happiness, failure, confidence, and 

understanding of self, there was no significant difference 

between the'experimental and control groups at the end of 

the four-week program of study and activity. 
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Hypothesis II-B stated that there will be no signifi-

cant differences in the total experimental group and the 

total control group in the "social" sub-score. An examina-

tion of Table III will reveal the results of a comparison 

between the experimental and control groups. The results 

reveal that there are no significant differences at the .05 

level between the two groups. Hypothesis II-B as stated 

was also accepted. 

TABLE III 

A COMPARISON OF THE EXPERIMENTAL AND CONTROL GROUPS 
ON SOCIAL SUB-SCORE OF INITIAL TEST 

Group Number 
Mean 
Scores 

Standard 
Deviation 

t 
Level of 

Significance 

Experimental 50 4.6200 1.4817 
.3555 NSD* 

Control 4$ 4.5000 1.8142 
• 

*No significant difference. 

On such aspects of the "social" sub-scale as feelings 

of friendliness, ease with which social settings can be met, 

and acceptance of and by peers, there was no significant 

difference between the experimental and control groups at 

the end of the four-week program of study and activity. 
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Hypothesis II-C stated that there will be no significant 

differences in the total experimental group and the total 

control group in the "home" sub-score. Table IV will reveal 

the results of a comparison between the two groups. 

TABLE IV 

A COMPARISON OF THE EXPERIMENTAL AND CONTROL GROUPS 
ON HOME SUB-SCORE OF INITIAL TEST 

Group Number Mean 
Scores 

Standard 
Deviation 

t Level of 
Significance 

Experimental 50 3.5600 2.1643 
-3.4035 SD* 

Control 4$ 5.0416 2.0916 .001 

Significant difference at the .001 level. 

In Table IV a comparison of the experimental and con-

trol groups on the "home" sub-scale of the initial test 

revealed a significant difference in favor of the latter 

group. The mean for the experimental group was 3.$600 with 

a standard deviation of 2.1643. The mean for the control 

group was 5.0416 with a standard deviation of 2.0916. The 

difference is significant at the .001 level. Hypothesis 

II-C, as stated in the null, was therefore rejected and the 

research hypothesis accepted. This means that on such 

aspects of the "home" sub-scale as relationship of parents 

and their consideration of the child, and expectations of 
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parents for the child, there was a significant difference in 

favor of the control group. This suggests that the control 

group began with better feelings of home than did the ex-

perimental group. 

Hypothesis II-D stated that there will be no significant 

difference in the total experimental group and the total 

control group in the "school" sub-score. An examination of 

Table V will reveal the results of a comparison between the 

experimental and control groups. The results show that there 

was no significant difference at the .05 level between the 

two groups. Since no significant difference was indicated, 

Hypothesis II-D, as stated in the null, was accepted. 

TABLE V 

A COMPARISON BETWEEN THE EXPERIMENTAL AND CONTROL GROUPS 
ON SCHOOL SUB-SCORE OF INITIAL TEST 

Group Number 
Mean 
Scores 

Standard 
. Deviation t Level of 

Significance 

Experimental 50 4.5000 1.3000 
-.9398 NSD* 

Control 48 4.7916 

, ' ' -j ̂  0 ' 

1.7194 

This indicates that on the "school" sub-scale there was 

no significant difference between the experimental and con-

trol group's feelings toward school. Both groups responded 
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relatively similar in such aspects as pride in ones school 

work, reciting in front of the class, achievement in school 

work, adjustment in school, and expectations of teachers. 

Hypothesis III 

It was stated in Hypothesis III that there will be no 

significant difference in the total experimental group and 

the total control group in the self-esteem as indicated by 

combined scores on the retest. Table VI will reveal the 

results of a comparison between the two groups. 

TABLE VI 

A COMPARISON OF THE EXPERIMENTAL AND CONTROL GROUPS 
ON THE TOTAL SELF-ESTEEM OF THE RETEST 

Group Number 
Mean 
Scores 

Standard 
Deviation 

t 
Level of 

Significance 

Experimental 50 34.1200 6.8077 
3.1686 SD* 

Control 4$ 29.6666 6.9622 .01 

^Significant difference at the .01 level, 

Table VI presents a comparison of the experimental and 

control groups on the total self-esteem of the' retest which 

showed a significant difference in favor of the former group. 

The mean for the experimental group was 34.1200 with a stand-

ard deviation of 6.8077. The meaft for the control group was 
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29.6666 with a standard deviation of 6.9622. The difference 

is significant at the .01 level. 

This indicates that from the time of the initial test 

to the retest significant changes did occur in the experi-

mental group on total self-esteem. The research Hypothesis 

III is clearly supported by the data. Therefore, in this 

case, the summer program of study and activity appears to 

have had a significant influence on children in terms of im-

proved self-concept. It should be noted that the control 

group showed a slight decrease in mean scores on the retest 

as compared to the initial test. 

Hypothesis IV 

Hypothesis IV-A stated that there will be no significant 

difference in the total experimental group and the total 

control group in the "self" sub-scale on the retest. An 

examination of Table VII will reveal the results of a com-

parison between the two groups. 

Table VII presents a comparison of the experimental 

and control groups on the total self-esteem of the retest 

which shows a significant difference in favor of the former 

group. The mean for the experimental group was 17.9000 with 

a standard deviation of 4.2059. The mean for the control 

group was 15.4375 with a standard deviation of 4.86$7. 
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The difference is significant at the .01 level. Therefore, 

Hypothesis IV-A was rejected. 

TABLE VII 

A COMPARISON BETWEEN THE EXPERIMENTAL AND CONTROL GROUPS 
ON THE SELF SUB-SCORE ON THE RETEST 

Group Number 
Mean 
Scores 

Standard • 
Deviation 

t 
Level of 

Significance 

Experimental 50 17.9000 4.2059 
'2.6550 SD* 

Control 48 15.4375 4.^687 .01 

^Significant difference at the .01 level. 

This indicates that on such aspects of the "self" sub-' 

scale, the experimental group made significant gains in 

feelings of self. They responded more positively toward 

such aspects of "self" as happiness, failure, confidence in 

oneself, and understanding of self than did the control 

group. 

Hypothesis IV-B stated that there will be no signifi-

cant difference in the total experimental group and the 

total control group in the "social" sub-scale of the retest. 

An examination of Table VIII will reveal the results of a 

comparison between the experimental and control groups. The 

difference is significant at the .001 level. Therefore, 

Hypothesis IV-B was rejected. 
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TABLE VIII 

A COMPARISON BETWEEN THE EXPERIMENTAL AND CONTROL GROUPS 
ON THE SOCIAL SUB-SCORE OF THE RETEST 

Group Number Mean 
Scores 

Standard 
Deviation 

t Level of 
Significance 

Experimental 50 5.7400 1.6469 
2.S&61 .001* 

Control 43 4.7500 1.7139 

^Significant difference at the .001 level. 

Table VIII presents a comparison of the experimental 

and control groups on the "social" sub-scale of the retest 

which showed a significant difference in favor of the former 

group. This means that on such aspects of the social scale 

as feelings of friendliness, ease with which social settings 

can be met, congeniality, and acceptance of and by peers, the 

experimental group made more significant gains than did the 

control group. The mean for the experimental group was 

5.7400 with a standard deviation of I.6469. The mean for 

the control group was 4.7500 with a standard deviation of 

1.7139. It should be noted, however, that the control group 

also had some'improvement but not at a statistically sig-

nificant level. 

Hypothesis IV-C stated that there will be no significant 

difference in the total experimental group and the total 
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control group in the "home'1 sub-scale. Table IX will reveal 

the results of a comparison between the experimental and 

control groups. The results show that there was no signifi-

cant difference at the .05 level. Hypothesis IV-C was 

therefore accepted. 

TABLE IX 

A COMPARISON BETWEEN THE EXPERIMENTAL- AND CONTROL GROUPS 
ON THE HOME SUB-SCORE OF THE RETEST 

Group Number Mean 
Scores 

Standard 
Deviation 

t 
Level of 

Significance 

Experimental 50 4.3400 1.8800 
.3448 NSD* 

Control 48 4.7083 1.8591 

*No significant difference. 

This indicates that on such aspects of the "home" sub-

scale as relationship of parents and their consideration of 

the child's feelings, parents understanding of the child, 

and expectations of parents for the child, there was no 

significant difference between the experimental and control 

groups. However, it is interesting to note that on the 

initial test the control group had a higher mean score than 

did the experimental group. On the retest there was a de-

crease in the mean gain of the control group and an increase 

in the mean score of the experimental group. It is very 
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possible and probable that the parents' role in the short-

term enrichment program was instrumental in affecting the 

boys and girls. (See Appendix C.) 

Based upon the assumption that most parents, no matter 

how deprived, want better lives for their children, the 

investigator asked all parents of children in the experi-

mental group to do the following things: 

a. See that the child gets to the program on time. 

b. Start him to school early enough so that he can be 

on time. 

c. Ask the child to tell each day what he did in 

school. 

d. See that the child is clean and neat. 

e. Spend some time with him. 

Personal contacts were made in the homes of the children; 

communication via telephone and letters were also utilized. 

As a result, the parents seemingly understood the purposes 

of the program, the plan, and their respective roles. 

The following are representative remarks made by the 

parents concerning the program and their children: 

"Nobody has ever taken this much time with me before. 

Alisia is really happy with this program. She comes home 

everyday telling us what she did." 
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"I wish someone had been as interested in my other 

children." 

"Mark hasn't improved in his reading much, but he's a 

different boy. He gets up early every morning; leaves here 

about £:00 going to his summer school." 

"I try to do everything you said. It's hard on me 

because nobody ever told me how important it was." 

"You know Desiree and Renee talk a lot more than they 

used to. I guess it may be because I seem more interested." 

"The only thing I have to say is that I sure hate you 

can't keep on working with these boys and girls. I've been 

hearing other parents talk, and from what they say those 

teachers up there this summer are really good—the white 

ones too. Our community really needs this, but it won't 

last, I know it." 

Hypothesis IV—D stated that there will be no significant 

difference in the total experimental group and the total 

control .group in the "school" sub-scale of the retest. An 

examination of Table X will reveal the results of a compari-

son between the experimental and control groups. 

Table X presents a comparison of the experimental and 

control groups on the "school" sub-scale of the retest which 

shows .a significant difference in favor of the former group.' 
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TABLE X 

A COMPARISON BETWEEN THE EXPERIMENTAL AND CONTROL GROUPS 
ON THE SCHOOL SUB-SCORE OF THE RETEST 

Group Number 
Mean 
Scores 

Standard 
Deviation 

t 
Level of 

Significance 

Experimental 50 5.6600 1.436$ 
2.1757 .05* 

Control 4$ 4.9791 1.6264 

^Significant difference at the .05 level. 

The mean for the experimental group was 5.6600 with a stand-

ard deviation of 1.436$. The mean for the control group was 

4.9791 with a standard deviation of 1.6264. The difference 

is significant at the .05 level and higher. Therefore, 

Hypothesis IV-D was rejected. 

This indicates that on the "school" sub-scale there was 

a significant difference between the experimental and con-

trol groups. The experimental group made significant gains 

in such feelings as pride in ones school work, reciting in 

front of the class, achievement in school work, and expecta-

tions of the teachers. The control group only made a slight 

gain in mean scores and did not approach significance at the 

.05 level. 
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Hypothesis V 

It was stated in Hypothesis V that the mean gain in the 

total self-esteem scores of the experimental group will not 

differ significantly from the mean gain in the total self-

esteem scores of the control group. An examination of Table 

XI will reveal a comparison of the mean gain between the 

two groups. 

TABLE XI 

A COMPARISON BETWEEN THE MEAN GAIN OF THE EXPERIMENTAL 
AND CONTROL GROUPS 

Group Number Mean Standard t Level of Group Number 
Scores Deviation Significance 

Experimental 50 14.7$00 7.6$97 
2.7$00 .01* 

Control 4$ 11.145$ 4.6502 

^Significant difference at the .01 level. 

Table XI presents a comparison of the experimental and 

control groups on the mean gain which showed a significant 

difference in favor of the former group. The mean for the 

experimental group was 14.7$00 with a standard deviation of 

7.6897. The mean for the control group was 11.145$ with a 

standard deviation of 4.6502. The difference is significant 

at the .01 level. Therefore, Hypothesis V was rejected. 
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Hypothesis VI 

Hypothesis VI stated that the mean gain in the total 

self-esteem scores of the second, third, and fourth-grade 

experimental subjects will not differ significantly from the 

fifth and sixth-grade experimental subjects. In Table XII, 

a comparison is made between the second, third, and fourth-

grade experimental subjects on the mean gain. The results 

show that there was a significant difference favoring the 

former three grades at the .05 level. Hypothesis VI was 

rejected. 

TABLE XII 

A COMPARISON BETWEEN THE MEAN GAIN OF THE SECOND, THIRD, AND 
FOURTH-GRADE EXPERIMENTAL SUBJECTS AND THE FIFTH 

AND SIXTH-GRADE EXPERIMENTAL SUBJECTS 

Group Number Mean 
Scores 

Standard 
Deviation 

t Level of 
Significance 

Grades 2,3,4 31 16.5433 7.3075 
2.1290 SD* 

Grades 5, 6 

s t , c i - - y H 

19 11.3947 6.5364 .05 

This indicates that the second, third, and fourth-grade 

experimental subjects had better overall self-esteem scores 

than did the fifth and sixth-grade subjects. It would fur-

ther support the thesis that children in the earlier grades 
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tend to Have better self-concepts than do the children in 

higher grades. 

Summary of Results 

A comparison using Fisher's t of related samples has 

been made on eleven areas of self-esteem for both groups 

involved in this study. Another comparison using Fisher's 

t of independent samples was made on 'one total area of self-

esteem between grade levels within the experimental group. 

Significant differences were found between most of the 

variables. 

The results of testing the null hypotheses considered 

in this study can be summarized concisely in the following 

manner: 

1. The experimental group showed no significant dif-

ference when compared with the control group on total scores 

of the SEI on the initial test. Therefore, Hypothesis I, 

as stated in the null, was accepted. 

2. When a comparison was made on the sub-scales of 

Self, Social, and School of the initial test, there was no 

significant difference between the two groups. However, a 

significant difference was found on the home sub-scale. 

This difference was in favor of the control group. 
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Hypothesis II, as stated in the null, was accepted with the 

exception of the home scale. 

3. When a comparison was made on the total scores of 

the experimental group and the control group on the retest, 

there was a statistically significant difference favoring the 

experimental group. Hypothesis III, as stated in the null, 

was rejected. 

4. When a comparison was made on the self, social, 

and school sub-scale of the retest, the experimental group 

showed significant differences over the control group. How-

ever, there was no significant difference between the two 

groups on the "home" sub-scale of the retest. Hypothesis 

IV, as stated in the null, was rejected with the exception 

of the home scale. 

5. When the mean gain from the initial test to the 

retest in the total self-esteem scores of the experimental 

group was compared with the mean gain in the total self-

esteem of the control group, there was a significant differ-

ence favoring the experimental group. Hypothesis V, as 

stated in the null, was rejected. 

6. There was a statistically significant difference in 

the mean gain from the initial test to the retest between 

the second, third, and fourth-grade experimental and the 
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fifth and sixth-grade experimental subjects in total self-

esteem scores favoring the former three grades. Hypothesis 

VI, as stated' in the null, was therefore rejected. 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

Educators, counselors, and psychologists have come to 

agree that the self-concept is an important factor in deter-

mining how children learn, act, and function in school. 

There appears to be a great deal of interest today in study-

ing different aspects of self-concept. At the same time, 

the emphasis has shifted toward specific attitudes directed 

by Negroes toward themselves and others. One such aspect is 

that of self-esteem, defined in this study as an individual's 

personal feeling of self-worth or favorable self-concept. 

In order to ascertain whether the self-concepts of Negro 

children can be enhanced through short-term programs, this 

study was conducted. 

The literature is replete with studies that indicate 

that at least twenty-five per cent of the children in the 

elementary schools hav/s low self-esteem and need some kind 

of special treatment in order to achieve social adjustment. 

These children's problems are reflected in numerous ways: 

they respond to their environment in unsatisfactory ways, 
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they relate to others socially in ways that cause them to be 

rejected or isolated, and they fail to meet their own needs 

or the needs of the group as far as social acceptance is 

concerned. 

Concomitant with these factors is the self-concept of 

Negro children which is compounded by a color-caste complex, 

feelings of inequality, and a lack of cultural identity. 

These barriers can be traced from the very early beginning. 

The question queried in this investigation is what in-

fluence will a short-term program have on the improvement of 

self-concepts of Negro children? Research indicated a need 

for helping these children improve their self-concept, but 

three questions that were of concern prior to the research 

of the present study were as follows: (1) How do Negro 

children currently feel about themselves, and how do they 

achieve a sense of who and what they are? (2) What is the 

role of education in the school in helping develop this 

sense of self? (3) What is the potential of an integrated 

educational setting in achieving a desirable shift in self-

esteem? 

Elementary teachers and counselors were chosen to help 

conduct this study in as much as both are concerned with the 

total .development of the whole child. 
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This study was conducted in a North-Central Texas city. 

The site was chosen because it represents a national trend 

from segregated schools to integrated schools. 

One hundred students in grades two through six were 

randomly selected as subjects for this study. They were 

equally divided into experimental and control groups. 

The experimental group participated in a short-term 

enrichment program designed to develop positive self-con-

cepts. The total design of the short-term program provided 

emotional support, encouragement, and mutual respect neces-

sary to instill a sense of high self-esteem in the children. 

The curriculum provisions were essentially suggestions for 

organizing and structuring learning situations and activities 

into meaningful experiences for children. At the end of the 

four-week term, the Self-Esteem Inventory by Coopersmith 

was administered to the experimental and control subjects. 

The same form of the test was administered again fifteen 

weeks later to all in their respective schools. 

The data were programmed with the IBM computer in the 

North Texas State UniveTsity Computer Center. .The statisti-

cal technique used to treat the data was Fisher's t test of 

related and independent samples. 
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The following hypotheses were formulated and investi-

gated by statistical analysis in this study. 

1. There will be no significant difference in the 

total experimental group over the total control group in 

self-esteem as indicated by combined scores on the initial 

test. 'Hypothesis I was accepted. 

2. There will be no significant difference in the 

total experimental group over the total control group in ' 

the four sub-scales of the SEI on the initial test. 

a. Self 

b. Social 

c. Home 

d. School 

There was no significant difference in the self, social, 

and school sub-scales, but there was a significant difference 

in the home sub-scale favoring the control group. Hypothesis 

II was accepted, with this one exception. 

3. There will be no significant difference between the 

total experimental group and the total control group in self-

esteem as indicated by total scores on the retest. Hypothesis 

III was rejected. 

4. There will be no significant difference between the 

total experimental group and the total control group in the 

four sub-scales of the SEI on the retest. 



S3 

a. Self 

b. Social 

c. Home 

d. School 

A statistically significant difference at the .05 level 

was found in the self, social, and school sub-scales, but no 

significant difference appeared in the home sub-scale. Hypo-

thesis IV was rejected, with this one exception. 

5. Mean gain in the total self-esteem scores of the 

experimental subjects will not differ significantly from the 

mean gain in the total self-esteem scores of the control 

subjects. Hypothesis V was rejected. 

6. Mean gain in the total self-esteem scores of the 

second, third, and fourth-grade experimental subjects will 

not differ significantly from the mean gain in the total 

self-esteem scores of the fifth and sixth-grade experimental 

subjects. Hypothesis VI was rejected. 

Findings 

1. There was no statistically significant difference 

between the experimental group and the control group on the 

initial test of the SEI. 

2. Three of the sub-scales (II-A, II-B, and II-D) on 

the initial test of the experimental and control group-
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showed no significant difference, while the home sub-scale 

showed a significant difference between the two groups fav-

oring the control subjects. 

3. When the total experimental group was compared with 

the total c.ontrol group on the total scores of the retest, 

there was a significant difference favoring the experimental 

group. 

4. When a comparison was made between the total experi-

mental and total control groups on the sub-scales of the 

SEI, there was a significant difference favoring the experi-

mental group on self, social, and school. There was no 

significant difference on the home sub-scale. 

5. There was a significant difference between the mean 

gain of the experimental and the control groups, favoring 

the former. 

6. There was a significant difference between the 

mean gain of the second, third, and fourth-grade experimental 

subjects and the fifth and sixth-grade experimental subjects, 

favoring the former three grades. 

Conclusions 

The following conclusions were formulated upon the 

basis of the findings of this study. 
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1. This short-term program of study and activity 

resulted in changes in self, social, school and total self-

esteem. The•experimental subjects made more positive re-

sponses toward such aspects of "self" as happiness, failure, 

confidence in oneself, and understanding of self. They 

also made gains in such feelings as pride in ones school 

work, reciting in front of the class,'achievement in school 

work, and expectations of the teachers. 

2. The program of study and activity influenced the 

children on such aspects of the social scale as feelings 

of friendliness, ease with which social•settings can be 

met, congeniality, and acceptance of and by peers. 

3. Enrichment activities appear to have a latent 

effect 'on children and become more apparent as they meet 

experiences later in life. 

4. Children in the second, third, and fourth grades 

of the experimental group were influenced more by the 

program of study and activity than were the fifth and 

sixth-grade subjects of the experimental group. This 

supports the thesis that as children progress from grade 

to grade the self-concepts become less positive. 
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Recommendations 

Based upon the research findings and the conclusions of 

this study, the following recommendations are made. They 

fall into two categories. The first includes those recom-

mendations which would be of value in a replication of this 

study with broader implications for teachers, counselors, 

administrators, and others who are interested in the adjust-

ment of children in the integrated school environments. The 

second category includes those recommendations which would 

be of value in extending this kind of research. 

1. There is a need to develop better programs in the 

schools for meeting the needs of Negro children. Most school 

programs strive to give the Negro child more of what the 

average white child has—a good school environment. This 

research would suggest that this is not enough. The Negroes' 

view of self has to be the focus of specific attention. 

2. More short-term enrichment programs of study and 

activity designed to improve self-concepts should be re-

searched. 

3. Programs involving teams in local school systems, 

school psychologists, social workers, educational media 

specialists, and other appropriate available specialists 

will greatly facilitate favorable .changes in one's self-

concept. 
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4. Teachers, counselors, and administrations must 

utilize the knowledge that they have about human behavior, 

child development, and learning about conscious and uncon-

scious motivation. 

5. If necessary, a panel of Negro and white social 

scientist knowledgeable in the fields of child psychology, 

education, history, and sociology should be called upon to 

help explore and plan the development of materials to be 

used throughout the elementary grades. These selected or 

devised materials should be designed so that the self-esteem 

of children can be raised. 

6. For the subjects of this study, and for similar 

groups, it is recommended that, in addition to the various 

services already suggested and in some cases now being pro-

vided, schools include in their teaching of United States 

history and local state history the contributions made to 

that history by the various racial groups and cultures and 

that these racial groups be identified. 

7. Specifically, it is recommended that guidance 

services should begin in the first grade or earlier. 

8. Through dramatics, role-playing, sociometric de-

vices, play therapy, field trips and units on identity, 

Negro children can begin to understand themselves and others. 
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9. The school must involve the Negro Community in as 

many ways as possible, and teachers and counselors should 

work more diligently with the parents of the children so 

that they may become cognizant of their responsibility in 

helping to improve the self-concept of their children. 

10. There is a need for more extensive and intensive 

studies of short-term enrichment programs, particularly 

during periods of crucial stages of development or when 

there are indications of the development of negative self-

concepts. 

11. A more exact formulation of the theoretical frame-

work within which the self-concept plays a role and further 

elaboration of research methodologies is recommended. 

12. Research is urgently needed to identify what kinds 

of education can make what kinds of difference to what kinds 

of individuals. 

13. A great contribution could be made to the field 

of education if research methods could reveal what kind of 

teacher is more effective with the Negro child and what 

makes such a teacher effective. 

14. Finally, the results of this study tend to imply 

that there is yet much to be learned about self-concepts. 

Continued and improved methods for evaluating the effect of 
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short-term intensive programs is a crucial issue to consider 

in the future. Nonetheless, the presently evidenced knowl-

edge relative to the self-concept should be utilized by-

educators to develop students to the optimum. For this 

factor will determine the educator's role of helping the 

children learn to adopt to the diversity of changes occur-

ring in today's world and, at the same time, will determine 

whether they have been instrumental in assisting these 

children in becoming understanding, productive, and self-

actualizing, growing youth. 
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NAME 

BEHAVIOR RATING FORM 

Self-Esteem Inventory (SEI) 
(Coopersmith) 

DATE 

CLASS TEACHER 

Please mark each statement in the following way: 

If the statement describes how you feel, put a check in the 
column "LIKE ME." 

If the statement does not describe how you usually feel, put 
a check in the column "UNLIKE ME." 

There are no right or wrong answers. 

EXAMPLE: I' m a hard worker. 

1, 
2, 

3 , 
4, 
5, 

6, 

7 . 

8 . 
9 . 

10. 

11. 
12. 
1 3 . 
1 4 . 
1 5 . 

I spend a lot of time daydreaming. 
I'm pretty sure of myself. 
I often wish I were someone else. 
I'm easy to like. 
My parents and I have a lot of fun 
together. 
I never worry about anything. 
I find it very hard to talk in 
front of the class. 
I wish I were younger. 
There are lots of things about 
myself I'd change if I could. 
I can make up my mind without too" 
much trouble. 
I'm a lot of fun to be with. 
I get upset easily at home. 
I always do the right thing. 
I'm proud of my school work. 
Someone always has to tell me what 
to do. 

Like Me Unlike Me 

. 9 1 
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16. 

17. 
i d . 
19. 

20. 
21. 
22. 
23. 
24. 
25. 

26. 
27. 
28. 
29. 
30. 
31. 
32. 
33. 

34. 
35. 

36. 

37. 

38. 
39. 

40. 

41. 
42. 
43. 
44. 

45. 

46. 
47. 
48. 

It takes me a long time to get used 
to anything new. 
I'm often sorry for things I do. 
I'm popular with kids my own age. 
My parents usually consider my 
feelings. 
I'm never unhappy. 
I'm doing the best work I can. 
I give in very easily. 
I can usually take care of myself. 
I'm pretty happy. 
I would rather play with children 
younger than I. 
My parents expect too much of me. 
I like everyone I know. 
I like to be called on on class. 
I understand myself. 
It's pretty tough to be me. 
Things are all mixed up in my life. 
Kids usually follow my ideas. 
No one pays much attention to me 
at home. 
I never get scolded. ~~ 
I'm not doing as well in school.as 
I'd like to. 
I can make up my mind and stick 
to it. 
I don't really like being a 
(girl). 

(boy) 

I have a low opinion of myself. 
I don't like to be with other 
people. 
There are many times when I'd like 
to leave home. 
I'm never shy. ~ 
I often feel upset in school. 
I often feel ashamed of myself"!! 
I'm not as nice looking as most 
people. 
If I have something to say, I usu-
ally say it. 
Kids pick on me very often. 
My parents understand me. 
I always tell the truth. • 

Like Me Unlike Me 
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49. 

50. 
51. 
52. 

53. 

54. 

55. 
56. 
57. 
53. 

My teacher makes me feel I'm not 
good enough. 
I don't care what happens to me. 
I'm a failure. 
I get upset easily when I'm scolded. 
Most people are better liked than 
I am. 
I usually feel ag though my parents 
are pushing me. 
I always know what to say to people. 
I often get discouraged in school. 
Things usually don't bother me. 
I can't be depended upon. 

Like Me Unlike Me 
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LETTER TO PARENTS 

P.O. Box 13463 
North Texas State Univ, 
Denton, Texas 
May 21, 1969 

Dear 

Your child, , has been selected from a total 
of 198 first through sixth graders at Fred Moore School, to 
participate in a short term summer program. Sessions will 
be scheduled for 9-12 a.m., Monday through Friday, beginning 
June 9, 1969 and ending July 4, 1969. 

This program is designed for your child. Its purpose is to 
offer enrichment activities and many successful experiences 
that will carry over to the next school year. A 
professional staff of teachers, counselors, aides, and a 
co-ordinator will give your child a well rounded program in 
language, Negro heritage and individual activities in arts, 
music, reading, science, or research projects. 

If for any reason you feel that will not be 
able to participate, contact Mrs. Jean Manning, 1012 E. Oak, 
Telephone: 3$7-7311. 

On Thursday, Friday, and Saturday, May 29, 30, 31, you will 
be contacted personally and the program will be explained 
to you. 

Very sincerely yours, 

Mrs. Jean Manning 
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A SHORT-TERM PROGRAM TO IMPROVE SELF-CONCEPTS 

IN NEGRO CHILDREN 

INTRODUCTION 

The total design of the short-term program, in order to 

be successful, must provide emotional support, encouragement, 

and mutual respect in order to instill a sense of high self-

esteem in the children. The curriculum provisions presented 

in this syllabus are essentially suggestions in outline form 

for organizing and structuring learning situations and activ-

ities into meaningful experiences for children who will be 

selected. Hopefully, the curriculum provisions will provide 

a beginning for the improvement of self-concepts and attitudes, 

These Are Our Children—Philosophy 

The short-term intensive enrichment program was organ-

ized around the philosophy that: 

1. Such children must be oriented in a more positive 

way toward school. An orientation program could mark the 

beginning for these children to develop a more worthy image 

of themselves, their capabilities, their inherent dignity, 

their belongingness in the American scene, and equally im-

portant, society's need for their contribution to its progress 

and welfare. 
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2. Such children have ability and a capacity to learn 

much greater than he has been allowed. 

3. Such children have unique needs and deficiencies 

which must be taken into account in planning their learning 

experiences'. 

4. Such children can become understanding, productive, 

and self-actualizing growing youth if given the opportunity. 

The Staff 

The staff consisted of the following: 

1. Supervisor -

2. Co-ordinator 

3. Six teachers (Grades 2-6) 

4. Seven teachers in special areas (art, music, dra-

matics, science) 

5. Two counselors 

6. Four Counselor aids 

7. Secretary 

Resource persons and other volunteer assistants 

The instructional staff must be able to: 

1. Establish rapport with the students. 

2. Identify the student's interests, needs, fears, 

motivations and aspirations. 
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3. Stimulate the student to self-improvement. 

4. Guide students in the development of basic concepts. 

All staff persons working in the short-term intensive 

enrichment program should possess the following personal 

qualifications: 

1'. Ability to work well with others. 

2. Awareness of needs and problems of the children. 

3. Conscientiousness in assuming responsibilities and 

carrying out duties and assignments. 

4. Flexibility in ideas and opinions and willingness 

to make adjustments. 

5. Quality standards of work. 

General Atmosphere 

Children who feel that they are not liked and accepted 

and that their problems are not understood, often build a 

wall to exclude adults and their influences. As teachers, 

counselors, and parents working with these children, there 

are a number of principles that we must keep in mind. 

1. Give each child the daily security of knowing that 

you are interested in him, and are happy when he succeeds in 

anything. 

A child may be unattractive, dirty, rude, etc., 

but behind these behaviors he is a human being, and 
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should be respected and liked for what he can become. 

When we work with these children help must be given so 

that he will want to change. 

2. Find good things to say about every child each day 

as often as possible. Any progress'the child makes must be 

pointed out to him for he often does not see his progress 

himself. His thinking must be oriented into a positive 

channel. Teach him to say, "I'll try," rather than "I can't." 

3. Personal calls and visits to every parent who has 

a child participating in the program. Most parents, no 

matter how deprived, want better lives for their children. 

There are a number of things that parents can do to help: 

a. See that the child gets to the program on 

time. 

b. Start him to school early enough that he can 

be on time. 

c. Ask the child to tell each day what he did 

in school. 

d. See that the child is clean and neat. 

4. Consistent standards of behavior add to the chil-

dren's feeling of security. 
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Communication with the Children 

Never assume the child hears or understands anything. 

He may give the impression of.listening and understanding, 

but this does not mean that he is "receiving." 

1. Some children have learned to tune out the very 

sound of the teacher's voice. A soft voice "gets through" 

better than a louder one. Speak directly to the child. 

2. There may be many times when we will need to trans-

late to his colloquial language before he can understand. 

3. Language—even though spoken—comes only after ex-

periences have built meaning. These children will need many 

concrete experiences. Real contacts that they can see, hear, 

feel, taste, and smell need to precede vicarious experiences. 

4. The child should be asked to demonstrate in some 

active way that he understands. If he does not understand 

clearly, try another approach. 

5. Attention span can -be very short, and it is neces-

sary to change activities often. 

Premises: 

The level of a pupil's self-esteem and attitudes can be 

a significant factor in determining how he utilizes his 

academic potentials and social psychological interactions 

with others. 
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Objectives: 

1. To provide direct and vicarious experiences that 

will affect the self-concept in a positive way. 

2. To make use of the everyday, meaning situations, 

that the child might experience directly or indirectly, so 

that he may begin to use some of the methods for understand-

ing and dealing with human behavior. ' 

3. To encourage creative outlet for self-expression. 

4. To provide many opportunities for oral expression 

and communication with peers, parents, community leaders, 

and teachers. 

5. : To foster good mental health habits which will 

include personal hygiene, social graces, and common courtesy, 

PLAN OF THE ENRICHMENT PROGRAM 

Grades 2-6 

9:00-9:39—Opening Activities 

Pledge to the Flag 
Song 
Roll Call 
Morning Readiness and Orientation Period (eat snacks, 

emphasis on objectives). ' 

9:30-10:30—Group Activities in Language, Social and psycho-

logical experiences (sharing ideas, hobbies, role playing, 

discussions, films, choral reading, story completion, re*- • 

source persons, pride in oneTs heritage, counseling). 
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10:30-11:00—Physical Activities (play) 

11:00-11:40—Individual Activities 

Art 
Music 1 

Creative Writing (plays, short stories, poetry) 
Free reading 
Science 

Research projects 

11:40-12:00—Daily visit to Public Library 

Second Grade 

RESOURCE UNITS 

Basic Theme: WHO AM I? 

Unit: I AM A UNIQUE INDIVIDUAL (Person) 

This unit provides suggestions for helping the young 

child identify self in relation to others, both in school 

and at home, and to know himself as a person of individual 

worth and dignity. 

I Am a Unique Person 

GENERAL OBJECTIVES: _ • 

1. To help child understand his own uniqueness. 

To learn that he is a unique individual of a particu-
lar sex, with a name of his own and an appearance that 
distinguishes him from others, yet is general 'enough that he 
is classified as a human being rather than some other animal. 

To learn that in many ways he is like his fellow 
human beings but that he has small differences that make him 
an individual. 
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2. To help child understand that in some ways he is 
like all other people. 

3. To help child to understand that he has worth and 
dignity. 

4. To help child understand that all people have worth 
and dignity. 

WAYS TO INITIATE THIS UNIT: 

1. Read and show the book, Ls This You? by Ruth Kraus— 
an amusing book that encourages the child to draw his picture, 
his house, etc. 

2. Let all children have full-length view of themselves 
in a mirror, noting some ways they are alike. Use charts to 
record observations. 

3. Label desks and supplies. Discuss childrens' names 
and point them out so that each sees his own name. 

4. Let children help build a cardboard playhouse in the 
room as a discussion basis for their home and their family. 

5.' Use a large attendance chart with children's names 
on it. Begin discussion of names, families, etc. from this. 

6. Use individual wealth of ideas. 

PUPIL-TEACHER PLANNING 

1. To some extent pupils and teachers plan what they 
want to know about themselves, and list on the board. The 
following are some questions that the children might suggest 
or some areas in which a need for learning is felt. 

a. Writing our names. 
b. Writing our parent/parents' names, 
c. Learning our address and'telephone number. 
d. What do we like to do best? 
e. How am I like other people and how am I different? 
f. Why do I like some people and not others? ' • 
g. How will I know when people like me? 
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2. Children discuss what they will look for in a mirror. 

3. Teacher and pupils prepare charts showing what they 
already know and what they want to find out. 

4. Teacher will ask children to discuss ways of infor-
mation they could find out these things. Find and list sources 
of information they think they will need, such as resource 
persons, trips, etc. needed to learn the things we want to 
know. 

5. The teacher will ask the children to help suggest 
the number and kinds of committees that might be needed and 
who is to work in each. Committees on this level are of 
necessity informal and usually composed of two or three chil-
dren learning to work together. 

Below is a chart which lists the concepts, understand-
ings, patterns of behavior, and skills to be developed in 
this unit. Listed also are the teacher-pupil activities 
through which it is expected that the identified learning 
outcomes will result. 

These learning products are to be regarded as MINIMUM 
ESSENTIALS of this unit, and are meant in NO way to be re-
garded as the ONLY learning products to be achieved. 

Also, teachers are asked to remember that these expected 
learning outcomes are NOT to be set up by the teachers alone 
BEFOREHAND as the learning goals of the unit. Rath.er, it is 
expected that teachers will—during the teacher-pupil planning 
periods—skillfully guide the children to IDENTIFY for them-
selves and ACCEPT these learning goals as ones among others 
which they see as the kinds of information they want to 
acquire in this unit. 

CONCEPTS, UNDERSTANDINGS AND SKILLS SUGGESTED ACTIVITIES 

1. That it is important to be able Holding card bearing 
to recognize one's own printed individual name and 
name, because that name stands answering the roll 
for him alone, a person with with "I am 
unique characteristics. _ Pasting name card on ' 

front of a develop-
mental folder to which 
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CONCEPTS, UNDERSTANDINGS 
M D SKILLS 

SUGGESTED ACTIVITIES 

2. That everyone has an address, 
sometimes a telephone number, 
someone who takes care of him. 
It is important to know all of 
these because they are one's 
very own. 

3. That everyone looks and be-
haves somewhat differently, 
and because of these differ-
ences, is unique. 

he will periodically add 
further identification of 
self. 

Looking at himself in a 
mirror and describing 
himself. Making self-
portraits. 

Children cut out pictures 
of a house from construc-
tion paper putting his 
name on the roof, parents' 
name on chimney, address 
on door, phone number on 
the window. Children 
attach this to bulletin 
board. Child takes his 
house home when he knows 
these things. Children 
add page in developmental 
booklet with personal in-
formation as above. Chil-
dren listen to book read 
by teacher, Everybody Has 
a House. Children draw 
pictures of themselves. 

Children discuss size, age 
—using mirror to see dif-
ferences . 

Using mixed group of pu-
pils, children classify 
individuals according to 
sex, clothing, height, etc. 

Make a "We Grow Up" chart 
in which children are 
measured, weighed periodi-
cally, and their growth is 
recorded. 
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SUGGESTED ACTIVITIES 

Children draw pictures of 
some other child in the 
room noting individual 
characteristics. 

Discuss things that all 
people need (food, cloth-
ing, shelter, etc.) and 
how we get them. 

Use stories and pictures 
of persons of different 
races, discussing race 
difference freely when 
brought up. 

Play games describing a 
child, "Who is It?". One 
who guesses correctly de-
scribes another child. 

4. That everyone possesses real 
worth, and is happy only when 
he behaves in keeping with 
this worth. 

Singing songs about favor-
ite activities. Contrast 
differences in favorite 
activities. Is it all 
right to be different? 
EXAMPLE: "What Shall We 
Do When All Go Out?" Song, 

Children take turns at 
performing various tasks 
such as dusting, being 
host, etc. The group 
might be asked what they 
had seen the workers do 
that they liked best. 
Politeness, an extra-
thorough dusting job, and 
an efficient job of being 
host might be some men-
tioned. -
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CONCEPTS, UNDERSTANDINGS 
AND SKILLS 

SUGGESTED ACTIVITIES 

Listening to story, A Friend 
is Someone Who Likes You and 
discussing the value of 
friendship. 

Display children's snapshots 
later in the year that have 
been taken of each child as 
he performed a duty or did 
some task well. 

Seeing film—"Autumn on the 
Farm"—discussing ways in 
which children helped. 

Playing game, "I know some-
one who is particularly good 
at keeping desk clean, "Who 
is it?" 

CULMINATING ACTIVITIES: 

1. Display of children's developmental booklets. 

2. Chart showing individual growth in social areas. A 
bulletin board might be used with a ribbon for each child upon 
which is fastened a small card labelled with a task that the 
child has done or an area in which he has either made improve-
ment or learned a new skill. 

3. Discussion with children on questions such as: 
"Are you the same as you were in September?" 
"What is different about you physically or mentally?" 
"Can we show that all have improved?" 

OVERALL EVALUATION 

1. Number 3 in cluminating activities can also be used 
as evaluation. 
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2. A check with the children of what we have learned 
as compared with the things that were listed that we wanted 
to do and learn in the pupil-teacher planning sessions. 

3. Display success chart showing a child's name and 
areas where he has improved. 

4. A decrease in number of discipline problems. 

5. Parent conferences, pointing out child's growth. 

THIRD GRADE 

RESOURCE UNITS 

Basic Theme: WITH WHAT GROUPS DO I BELONG? 

Unit: I BELONG TO A RACE AND A NATION 

This unit contributes to the child's gradual broadening 

concept of group membership. As the child notes to which 

race he belongs, he also learns that racial differences are 

primarily superficial and that such differences do not 

necessarily keep people from living and working together, 

and that our nation needs the contributions of all races. 

GENERAL OBJECTIVES: 

1.' To help child understand that a race and a nation 
are simply enlargements of smaller groups (such as family 
and school). 

2. To have the child know the three main races of man-
kind, and to realize that he is a member of one of these 
races. 

3. To give the child a sense of belonging to a specific 
nation. 
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4. To help the child understand that he derives bene-
fit from and has responsibilities toward these larger groups. 

5. To show the child some of the contributions each 
race has made toward our life today. 

6. To help the child understand the basic philosophy 
of freedom upon which our nation was built. 

WATS TO INITIATE THIS UNIT: 

1. Read and discuss any of the following books. 

Fun for Chris—a simple story that explains to small 
children differences in skin colors. 

Swimming Hole—shows how ridiculous color prejudice 
can be, particularly as it interferes with fun. 

All About Us—a book on a child's level giving a 
simple explanation of origin of the races. 

2. Use the film, "Our Country's Flag" as a basis for 
discussing how United States grew to be a nation, or a good 
substitute. 

3. Introduce discussion of question, "To what other 
groups might we belong?" 

4. Make use of any birthdates of famous Americans to 
discuss them as.members of a nation. 

5. Note any newspaper articles of current contributions 
made by members of the three racial groups. 

PUPIL-TEACHER PLANNING: 

1. Discuss with children some of the following ques-
tions: 

What do we want to find out about races? 
Where might there be sources of information? 
How could we find out some of the obligations to and 

benefits derived from being a citizen of United 
States? 
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Do you know any famous Americans—Negro, Caucasian, 
or Mongolian? 

List answers to above questions. 

2. Discuss types of committees needed, and whose talents 
might best serve some specific committee. 

Below is a chart which lists the concepts, understand-
ings, patterns of behavior, and skills to be developed in 
this unit. Listed also are the teacher-pupil activities 
through which it is expected that the identified learning 
outcome will result. 

These learning products are to be regarded as MINIMUM 
ESSENTIALS of this unit, and are meant in NO way to be re-
garded as the ONLY learning products to be achieved. 

Also, teachers are asked to remember that these expected 
learning outcomes are NOT to be set up by the teachers alone 
BEFOREHAND as the learning goals of the unit. Rather, it is 
expected that teachers will—during the teacher-pupil planning 
periods—skillfully guide the children to IDENTIFY for them-
selves and ACCEPT these learning goals as ones among others 
which they see as the kinds of information they want to 
acquire in this unit. 

CONCEPTS, SKILLS AND 
UNDERSTANDINGS SUGGESTED ACTIVITIES 

1. That all people are members 
of some race. 

Using book, Small Rain, for 
interracial illustrations. 
Making up stories about the 
activities shown. Discuss-
ing: "Does it matter that 
the children are not all of 
the same race? Can they 
have fun together?" 

Making picture collection 
depicting interracial groups. 

Reading stories of different 
races and cultures. 
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CONCEPTS, SKILLS AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

2. That all races contribute to 
society as a whole. 

That nations exist for def-
inite purposes, such as: 
protection and philosophy of 
government, and that it is by 
this process of education 
that nations grow and develop. 
The flag of a nation is an 
emblem of that nation. 

4. That he and others have 
rights such as: 
right to protection 
right to freedom of speech 
right of movement 
right to an education 
right to be happy 

(as long as our rights do not 
infringe on the rights of 
others). 

Using stories of famous 
persons of various races— 
particularly Negro and 
Caucasian. 

Collecting pictures of 
famous persons, having as 
many races represented as 
possible. 

Reading stories concerning 
ways that we are protected 
by our country. 

Showing things that federal 
funds have helped finance 
for the school. 

Discussing things our flag 
stands for and learning the 
simple rules for display. 

Reading and listening to 
Flag Day stories. 

Listening to the record of 
The Star Spangled Banner, 
discussing this as our 
national song. 

Making a bulletin board with 
flag made of chains or tissue 
paper squares. 

Making up conclusions. Open-
end stories concerning the 
child's rights in relation-
ship to the rights of others. 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

Role-playing situations in-
volving rights and the 
child, and how they are 
affected by the rights of 
others. 

Listening to parts from 
Constitution of the United 
States which guarantees 
life,' liberty, and pursuit 
of happiness. 

CULMINATING ACTIVITIES: 

1. Hall display showing pictures of people of different 
races, depicting their contributions to our nation and cul-
ture . 

2. Making collection of newspaper articles about famous 
American people into a scrapbook. 

3 . Making .into a dittoed book .stories children have 
written concerning "Why I Am Glad I Am a Member of a Big 
Nation." 

OVERALL EVALUATION: 

1. Compare charts made in summary to those showing 
what they wanted to find out. (Display to show whether we 
did what they intended to.) 

2. Discuss and list with children things they have 
learned in this unit. 

3. Note any increase among children in thoughtfulness 
toward each other. 

4. Give children check-list test numbered 1-10, having 
them check "yes" or "no" to following questions: 
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1. Are the people in our classroom a group? 
2. Do any Negroes help us in any way? 
3. Do all white people help us? 
4. Is it all fun to belong to a group? 
5.' Can we always do as we please? 
6. Do we have to have rules? 
7. Do we have only one race in the United States? 
3. Are you glad you belong to your race? 
9. Did you enjoy learning about races and nations? 

MATERIALS THAT MIGHT BE USED 

The following are samples of some of the kinds of mate-
rials and community resources that can be used as an aid'in 
developing the concepts, skills, and understandings listed 
in the resource units. It is expected that each teacher will 
want to develop his own list of materials as the learning 
units grow out of the resource units. 

Materials for Teachers 

Crosby, Muriel (editor). Reading Ladders for Human Relations, 
Washington, D.C.: American Council on Education^ 1963. 

Henry, Jules. "White People's Time, Colored People's Time." 
Trans-action (March/April, 1965). 

The Journal of Negro Education (Summer, 1964). 

Kenworthy, Leonard S. Introducing Children to the World. 
New York: Harper & Brothers, 1956• 

Learning About Role-Playing for Children and Teachers. 
Washington, D.C.: Association for Childhood Education 
International, I960. 

Passow, Harry A. (editor). Education in Depressed Areas. 
New York:' Bureau of Publications, Teachers College, 
Columbia University, 1963. 

Books for Pupils 

Beim. Kid Brother. 
Beim. The Smallest Boy in the Class. 
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Beim, ' Swimming Hole. 
Evans. All About Us. 
Hoff. Who Will Be My Friend? 
Jones. Small Rain. 
Keeler. Today With Dede. 
Provas. How Families Live Together. 
Randall. Fun For Chris. 
Zolotow. Big Brother. 

Miscellaneous Material 

Large Community Map and School Map 
Guidance Posters 
Everyone Helps in a Community—Film 
What's in a Neighborhood?—Filmstrip 
Learning to Help One Another—Filmstrip 
Community Helper Resource People 

FOURTH GRADE 

RESOURCE UNITS 

Basic Theme: HOW I AM LIKE PEOPLE OF OTHER CULTURES 

Unit: 'I HAVE PHYSICAL, PERSONAL, AND SOCIAL NEEDS SIMILAR TO 
THOSE OF PEOPLE IN OTHER CULTURES 

This unit attempts to bring out the fact that all people 

are individuals with worth and dignity, individuals with dis-

tinct personalities, individuals who have definite needs in 

order to develop these personalities, and that those needs 

transcend culture, race, and economic conditions. Sociograms 

should be made at the beginning and end of the units in order-

to help evaluate any change in children's attitudes toward 

each other. 
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GENERAL OBJECTIVES: 

1. To help children realize that all people have per-
sonal and social needs. 

2. To help children develop a concept of people as 
individual personalities rather than as members of a particu-
lar race. 

3. To assist children in becoming aware of their own 
personality, general types of which can be found in all cul-
tures. ' 

4. To help children develop acceptable and profitable 
means of meeting their personal and social needs. 

SUGGESTED WAYS OF INTRODUCING THE UNIT: 

General: (See the general suggestions given on page 110 of 
this syllabus.) 

Specific: 

1. Review high points of second grade unit I BELONG TO 
A GROUP, showing we all have a need to belong to some kind 
of group. 

2. Discussion of words "personal" and "social" as 
related to needs. 

3. Begin Indian unit in the third-grade social studies 
book, noting their personal and social needs. 

4. Show a film "Navajo Children" to initiate discussion 
of similar personal and social characteristics, discussing 
the fact that children of all cultures like to play and 
develop games, that they all help at home, and they have a 
need to be educated. 

5. Read the book All About Us by Evans, particularly 
the chapter entitled "About the Way We Act." 

6. Lead the children to see worth in the unit topic 
suggested above and to agree enthusiastically to pursue it. 
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PUPIL-TEACHER PLANNING: 

1. See suggestions for teacher-pupil planning given on 
page 16 of this syllabus. 

2. On the basis of some event or item of interest dis-
covered during the introductory phase of this unit, the teacher 
will encourage the children to identify questions and problems 
such as the following: 

a. What do we mean when we say someone "needs" 
something or "has a need" for something? 

b. What makes a need "personal"? What are some of 
the main "personal needs"? Does everybody have the-same 
ones? (See L. Cole's Psychology of Adolescence, p. 112, 
or any good psychology text for a summary of the basic 
human needs.) 

c. What makes a need "social"? What are some of 
the main "social needs"? Does everybody have the same 
ones? How, in general, are these needs satisfied? 

d. What makes a need "physical"? What are some of 
the main "physical needs"? Does everybody have the same 
ones? How are these needs satisfied? 

3. The skillful teacher will lead the children to 
identify and accept as worthwhile many of the content goals 
outlined in the chart below. An effort should be made to 
help the children decide which of these questions and prob-
lems they want to work on. 

4. Obviously these, and other questions and problems 
identified by the children cannot be answered and solved 
without further study, inquiry, and analysis. Therefore, 
the teacher will ask the children questions similar to the 
following: 

What are some of the study activities we shall need-
to carry out in order to find answers to the questions 
and problems we have decided are worth' looking into? 

Many different activities similar to the following -
will be named: 
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(1) Looking around us. 

(2) Asking questions of parents and other adults 
such as, the doctor, the nurse, the social worker, the 
grocer, the lawyer, the minister, etc. 

(3) Reading reference materials such as: the health 
book, magazines, the encyclopedia, the almanac, the 
Bible. 

(4) Reading literary materials such as stories, 
biographies, information and picture books. 

(5) Drawing pictures of some of the things we have 
observed. 

(6) Making murals, 

(7) Making charts. 

(8) Writing reports on our readings. 

(9) Giving oral reports. 

(10) Conducting discussion groups. 

(11) Dramatizing events. 

(12) Playing roles. 

5. Now help the children decide just what learning 
activities they will need to use to find answers to their 
questions. Encourage them to decide what committee work, if 
any, will need to be done. . ' 

6. Help them recognize the nature of committee work 
and the requirements of various committee positions, and then 
choose those pupils who seem to be best suited for these 
various positions. , 

Below is a chart which lists the concepts, understandings, 
patterns of behavior, and skills to be developed in this unit. 
Listed also are the teacher-pupil activities through which it 
is expected that the identified learning outcomes will result. 
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These learning products are to be regarded as MINIMUM 
ESSENTIALS of this unit and are meant in NO way to be regarded 
as the ONLY learning products to be achieved. 

Also, teachers are asked to remember that these expected 
learning outcomes are NOT to be set up by the teachers alone 
BEFOREHAND as the learning goals of the unit. Rather, it is 
expected that teachers will—during the teacher-pupil planning 
periods—skillfully guide the children to IDENTIFY for them-
selves and ACCEPT these learning goals as ones among others 
which they see as the kinds of information they want to 
acquire in this unit. 

At the risk of being repetitious, it is emphasized 
again that the CONTENT and ACTIVITIES listed in the chart 
below MUST BE ARRIVED AT BY THE PUPILS through teacher-pupil 
planning activities preferably BEFORE the WORK SESSIONS of 
the unit begin. 

CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

1. That all persons have the same Looking up definition of 
basic emotions, such as: 

fear 
love 
anger 
joy 
happiness 

word "emotion" in dictionary, 
and discussing the meaning. 

Listing emotions expressed 
or shown in each of the 
stories read in the basic 
reader. 

Reading or listening to 
stories of children in other 
lands, noting how the chil-
dren "felt." 

That while all people have a 
desire to be alone for brief 
periods of time, man, as a 
whole, is a social creature 
and needs other people to 
help sustain his existence. 

Discussing and listing kinds 
of people to whom we relate 
during the day who become a 
part of our existence, such 
as: 

parents 
other family members 
schoolmates and friends 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

3. That a "need" is something 
an individual does not have 
but requires. 

teachers and principals 
store employees 
ministers (Sundays). 

Discussing and listing under 
each the ways we relate to 
them and how they help our 
lives. 

Discussing and listing the 
many varied activities of 
various people and listing 
possible needs from which 
these activities came. 

Reading and discussing 
stories about needs—The 
Secret Hiding Place. 

Lead the children to iden-
tify Little Hippo's need to 
be, left alone. 

4. That anything is "social" 
if it is related to or refers 
to group living. 

5. That all people have cer-
tain basic needs, such as: 

Physical needs: 
food 
clothing 

Dramatize this need through 
role-playing. 

Viewing films in cooperation. 

Discussing the essentials of 
good group living. 

Reading stories about group 
living. See Ladders in 
Human Relations for sug-
gested titles. 

Discussing the listing of 
many varied activities each 
child goes through during a • 
day and from this list form-
ulating the needs which may 
have caused these activities. 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

shelter -
air 
stay well 
sleep 
avoid danger 

Personal needs: 
the.need to grow and develop 
the need to have and keep 

promises 
the need to overcome dif-

ficulties 
the need to love and be loved 
the need to express one's self 
the need to be independent 
the need to find enjoyment in 

life 

Social needs: 
the need to have friends and 

be a friend 
the need to be liked 
the need for praise 
the need for intercommunica-

tion 

That there are acceptable, 
profitable, and pleasant ways 
in which these needs can be 
met, such as: 

proper food, and enough 
food to stimulate growth 

putting possessions 
(clothes, toys, books, 
etc.) in a specific 
place each time used, 
so they will be intact 
and clean 

sticking with a difficult 
job until it is fin-
ished 

making ourselves worthy of 
being loved 

Writing stories about "The 
Things I Like Best to Do and 
Why." 

Reading stories in basic 
readers, noting activities 
of various people and list-
ing possible needs from which 
these activities came. 

Making bulletin board of the 
four foods one needs to in-
sure growth. 

Keeping a record for a week 
of the amount of sleep had 
each night. 

Noting in stories read in 
basic reader allusion to 
kinds of possessions children 
have and how they are cared 
for. 

Planning specific places in 
the classroom for room prop-
erties and appointing a 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

staying within boundaries 
set by rules to give us. a 
sense of security 

putting into words the way 
things look, how one feels 
or what one would like to 
do. 

committee to see that they 
are always returned to this 
place after being used. 

Making personal belongings 
such as bookmarks, covering 
boxes or cans in which to 
keep pencils, etc., making 
pictures or simple toys. 

Trying something new or dif-
ferent each week, and staying 
with it until it is conquered. 
Adding it to a list of pre-
viously learned accomplish-
ments . 

Listing likeable attitudes in 
other people and working 
toward development of these 
attitudes. 

Learning the school rules, 
and listing each week those 
who are improving in keeping 
the school rules.. 

Recording one's voice on the 
tape recorder and listening 
to play back for possible 
ways to improve. 

CULMINATING ACTIVITIES: 

1. Make a movie roll showing how people meet their needs 
in acceptable ways. Put on rolls and show to other rooms in 
a cut-out box as a TV. 

2. Display booklet of stories by children on "The Kind of 
Person I Would Like to Be." 
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3. Discuss in summary form, things learned in this unit, 
Children list learnings. 

4. Make hall bulletin board showing all races meeting 
personal and social needs. 

5. Make scrapbook of pictures or articles relating to 
meeting needs. 

OVERALL EVALUATION: 

1. Compare the objectives set forth in the unit with 
present attitudes and concepts of children, noting changes 
and improvements. 

2. Ask the children to list answers to such questions 
as: 

a. What were we trying to find out in the study of 
this unit? 

b. How can we tell whether or not we found the 
answers to what we wanted to know? 

c. Did we leave out anything we should have put 
in? 

d. If we were going to do this over, what sugges-
tions do you have for going about it in a different way? 

e. Did everyone in the room contribute in this 
unit? 

f. Did you find this study interesting? 

FIFTH GRADE 

RESOURCE UNITS 

Basic Theme: WHY DID I DO THAT? 

Unit: MY BEHAVIOR IS ALWAYS CAUSED AND ALWAYS HAS CONSE-
QUENCES 
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This unit notes how behavior in other cultures is af-

fected by many factors, and points out that consequences of 

behavior must be considered. 

GENERAL OBJECTIVES: 

1. To develop in the child an awareness of the relation-
ship between cause and effect. 

2. To help child develop a habit of looking for the 
causes of behavior. 

3. To lead the child to withhold judgment of behavior 
until he understands the causes which led to the behavior. 

4. To help the child grow in his respect for the vari-
ous forms of behavior in other cultures. 

5. To help the child consider the consequences of his 
own behavior. 

SUGGESTED WAYS TO INTRODUCE THE UNIT: 

1. Discuss meaning of words "cause" and "consequence," 
having children finally look for definition in the dictionary, 

2. Teacher reads an Aesop's fable to the class, such as 
"The Fox and the Goat," or "The Playful Donkey," discussing 
cause of behavior and consequences of behavior.-

3. Show film, Everyday Courtesy, asking children these 
questions: 

a. Why did the children say "please"? 

b. Why should you say "I'm sorry"? 

c. How does the use of acceptable manners help 
all of us? 

4. Listing the school rules, discussing reasons for the 
rules. 
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5. List behavior forms noted in social studies book, 
At Home Around the World in various countries studied. 

PUPIL-TEACHER PLANNING: 

1. Summarize previous unit, and then lead into a dis-
cussion of these questions: 

a. Why do the people in countries we have studied 
dress differently from the way we do and eat different 
foods? What other forms of behavior might be different? 
List these. 

b. How can we find out what causes behavior of 
any kind? 

c. How can we find out what consequences arise 
from behavior? 

d. What can we do in this unit to help us under-
stand the behavior of other people better? 

2. Plan ways with children in which we can demonstrate 
our learnings to others (as displays of figures of people 
from other countries studied, bulletin boards, dramatizing 
contributions of other countries, display of products from 
other countries studied or an all-nation's feast). 

3. Plan committee to work out the above. 

Below is a chart which lists the concepts, understandings, 
patterns of behavior, and skills to be developed in this 
unit. Listed also are the teacher-pupil activities through 
which it is. expected that the identified learning outcomes 
will result. 

These learning products are to be regarded as MINIMUM 
ESSENTIALS of this unit, and are meant in NO way to be re-
garded as the ONLY learning products to be achieved. 

Also, teachers are asked to remember that these expected 
learning outcomes are NOT to be set up by the teachers alone 
BEFOREHAND as the learning goals of the unit. Rather, it is 
expected that teachers will during the teacher-pupil planning 
periods—skillfully guide the children to IDENTIFY for 
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themselves and ACCEPT these learning goals as ones among 
others which they see as the kinds of information they want 
to acquire in this unit. 

At the risk of being repetitious, it is emphasized 
again that the CONTENT and ACTIVITIES listed in the chart 
below MUST BE ARRIVED AT BY THE PUPILS through teacher-pupil 
planning activities preferably BEFORE the WORK SESSIONS of 
the unit begin. • . 

CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

. SUGGESTED ACTIVITIES 

1. That "cause" of behavior can 
be defined as the 
for behavior. 

"reason" 
Using'the dictionary to find 
the meanings given for "cause" 
and "consequence." 

That "consequence" of behav-
ior can be defined as "some-
thing that happened as a 
"result" of the behavior. 

Discussing the meanings of 
these words and "use" them 
in a sentence. 

2. That all behavior is caused 
by something, or some things, 
such as: 

expression of a need 
obeying a rule 
situation we are in. 

Discussing the reason for 
other rooms in the school not 
doing the exact same thing 
we are doing at the same 
time. 

Discussing and listing people's 
needs that contribute to 
their behavior. 

need to care for our phy-
sical needs food, 
warmth, air, etc. 

need to be important 
need for success 
need to love and be loved 
need for friendship 
need to feel happy 
need to belong 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

That behavior in different 
cultures is affected and 
caused by: 

physical surroundings 
customs 
needs of the people. 

4. Discussion of this concept 
will be continued all dur-
ing the year in the study 
of other countries. 

Listening to a description 
of a behavior problem of one 
of the fictitious pupils, 
and writing stories about 
what might have caused it, 
or forming small groups to 
discuss the behavior prob-
lem and its causes. 

Reading or listening to the 
story "Steve's New Book" 
p. 45,-A Teaching Program 
in Human Behavior and Mental 
Health, by Ralph Ojemann and 
Katherine Chowning. 

Role playing a behavior sit-
uation and discussing pos-
sible causes. 

Using the social studies 
book for fourth grade, At 
Home Around _the World, "com-
pare behavior of dress, food, 
speech, etc. in various cul-
tures and discuss causes. 

South Pacific Islands 
Equador 
Alaska 
Norway 
Saudi Arabia 
India 
Argentina 
Netherlands 

Viewing films dealing with 
life in these countries, 
noting causes of variance 
in behavior. 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

That all behavior has a con-
sequence such as: 
a. A need being filled 
b. Acceptance or non-

acceptance by other 
people 

c. We are happy or unhappy, 

6. That cause and effect have a 
relationship in all things, 
such as: 

nature 
science 
everyday living. 

Making bulletin board of 
representatives of other 
countries showing variance 
in dress. 

Role-playing a situation in 
which one child does not 
play fair and noting con-
sequences. 

Discussing and listing pos-
sible ways in which needs 
can be met in acceptable 
ways. 

Using fictitious children, 
analyze some need pupil was 
trying to fill in a situa-
tion which pupil was a bully, 
lazy, took other's belong-
ings, etc. 

Noting results of behavior 
on days when class works 
well together as, all are 
happy, class has accomplished 
much, etc. 

Reading or listening to 
stories from AesopTs Fables 
such as "The Shepherd and 
the Wolf," "The Ant and the 
Dove," "The Lion and the 
Mouse" and discussing con-
sequences of behavior. 

Noting the effect of rain or 
dry ground, and reading in 
some science book causes of 
rain. 
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CONCEPTS, SKILLS, AND 
UNDERSTANDINGS 

SUGGESTED ACTIVITIES 

Discussing the possible 
cause and effect of a driver 
who did not obey traffic 
laws. 

Reading to find out the 
causes of rock formation and 
the effects of our use of 
this location. 

Experimenting with plants 
under various conditions, 
noting cause and effect 
when (1) no sunshine, (2) 
no water, (3) no light, 
(4) no air. 

Writing stories about fic-
titious children describing 
an imaginary situation show-
ing how the cause contrib-
uted to the effect. 

CULMINATING ACTIVITIES: 

1. Make a booklet of stories written by children about 
the fictitious pupils. 

2. Write and give a short play with a fictitious pupil 
as a leading character, showing his behavior when he first 
enrolled and the improvement he had made. 

3. Display collection of pictures, dolls from other 
lands, murals, or scrapbooks made. 

EVALUATION: 

1. Evidence of use of self-discipline, thoughtfulness, 
or understanding of children's behavior. 
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2. Discuss with children need for looking for causes 
in behavior and weighing possible consequences. 

3. During parent conferences, note any changes in 
pupil's behavior in the home as related by the parent. 

SIXTH GRADE 

PROFILES IN GREAT CHOICES 

GENERAL OBJECTIVES: 

1. To help children understand that everyone is in-
volved in making decisions, regardless of who they may be. 

2. To lead the children to see the widespread effect of 
many people's decisions. 

3. To help the pupils discover the many factors involved 
in the choices made by these people. 

4. To lead the children to discover the basis these 
people used in making their decision. 

5. To help the children understand that these choices 
were often made after efforts were made by others to influence 
these people away from their final decision. 

6. To help the children realize that for the good of 
many people, choices were made which proved to be painful or 
dangerous to the individual. 

SUGGESTED WATS OF INTRODUCING THIS UNIT: 

General: (See the general suggestions given on page 110 of 
of this syllabus.) 

Specific: 

1. Display of picture of famous personality with ques-
tions underneath, "What Great Choice did 
Have to Make? 
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2. Viewing a film from Profiles of Courage or other 
film built around a courageous choice. 

3. Read a story of the life of personality under study. 

4. Discussion of famous people children have studied 
about at some time who made a choice with long-lasting effects, 
as Christopher Columbus (mentioned in the early part of fifth 
grade social studies book). 

IDEAS FOR PUPIL-TEACHER PLANNING: 

1. Once children have listed some people whose lives 
they wish to study, list the facts of their lives they par-
ticularly wish to note as: personal data, circumstances, 
the important choice made, factors leading to the choice, 
difficulty surrounding the decision, and long-range effects 
of the decision. 

2. Help pupils list places in which information can be 
found. 

3. Discussion of ways in which knowledge obtained can 
be shared by all. 

Making a decision as to the committees needed and 
personnel for each committee. 

Below is a chart which lists the concepts, understandings, 
patterns of behavior and skills to be developed in this unit. 
Listed also are the teacher-pupil activities through which 
it is expected that the identified learning outcomes will 
result. 

These learning products are to be regarded as MINIMUM 
ESSENTIALS of this unit and are meant in NO way to be regarded 
as the ONLY learning products to be achieved. 

Also, teachers are asked to remember that these expected 
learning outcomes are NOT to be set up by the teachers alone 
BEFOREHAND as the learning goals of the unit. Rather, it is 
expected that teachers will—during the teacher-pupil planning 
periods—skillfully guide the children to IDENTIFY for them-
selves and ACCEPT these learning goals as ones among others 
which they see as the kinds of information they want to acquire 
in this unit. 
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At the risk of being repetitious, it is emphasized 
again that the CONTENT and ACTIVITIES listed in the chart 
below MUST BE ARRIVED AT BY THE PUPILS through teacher-pupil 
planning activities preferably BEFORE THE WORK SESSIONS of 
the unit begin. 

This unit will develop around the lives of people who 
made great decisions. Therefore, much of the work and many 
of the activities will involve a study of the lives of these 
people. 

To this end, the following list of persons is strongly 
suggested for study. It is expected that a few substitutions 
might be made: 

Jane Addams 
Mary Gethune 
Aaron Burr 
Christopher Columbus 
Benjamin Davis . 
Frederick Douglass 
Mahatma Gandhi 
Abraham Lincoln 
Florence Nightingale 
Albert Schweitzer 
Harriet Tubman 
Booker T. Washington 

CONCEPTS, SKILLS, AND UNDER-
STANDINGS TO BE DEVELOPED SUGGESTED ACTIVITIES 

(ACQUIRED) 

1. Biographical sketches of the Reading children's biograph-
lives of some outstanding per- ies of outstanding personal-
sonalities, which include: ities. 
a. Factual data 
b. Circumstances surrounding Reading encyclopedias for 

early life information on lives of 
c. Education these people. 
d. Historical setting. 

Making a bulletin board or 
mural showing events in the-
lives of these people. 
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CONCEPTS, SKILLS, AND UNDER-
STANDINGS TO BE DEVELOPED . 

(ACQUIRED) 
SUGGESTED ACTIVITIES 

2. That each of these outstanding Writing stories summarizing 
personalities had a great de-
cision to make. 

3. That these decisions were 
made after much thought to 
both sides of the question. 

4. That there were particular 
circumstances that made their 
choices great ones such as: 
a. Personal danger 
b. Uncertainities surrounding 

either the circumstances 
or the consequences. 

c. The long term effects of 
the decisions made on the 
lines of.others and the 
course of history. 

the biographical accounts. 

Noting in biographical ac-
counts the great decision 
each person had to make. 

Role-playing or dramatizing 
the decisions made. 

Discussing the process of 
choice-making each person 
went through before making 
the decision. 

Relating this process to the 
nature of choice-making 
studied in the first re-
source unit. 

Reading, listing, and dis-
cussing particular circum-
stances surrounding the 
choice. 

Discussing the question, 
"What do you think you might 
have done had. you been called 
upon to make the decision? 

Discussing and listing: 
1. The circumstances sur-

rounding the choice which 
may have affected the 
choice made. 

2. The immediate effects of 
the choice upon the per-
son making the decision, 
and others affected by , 
the decision. 
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CONCEPTS, SKILLS, AND UNDER-
STANDINGS TO BE DEVELOPED 

(ACQUIRED) 
SUGGESTED ACTIVITIES 

5. That the decision made reveals Writing stories about "How 
much about the person who made the choice 
it. Made Had An Effect on Me 

Today." 

Writing stories about 
"What the World Would Be 

6. That a general lesson or 
guide line can be drawn 
from the study of these 
persons and their deci-
sions. 

Like Today If 
Choice Had Been the Oppo-
site." 

Discussing the question, 
"How could we describe the 
person by studying the 
decision made?" 

Dramatizing skits on lives 
of persons. 

CULMINATING ACTIVITIES: 

1. Making a scrapbook called "Profiles in Great Choices." 

2. Writing a class book called "Profiles in Great 
Choices." 

3. Dramatizing for the school decisions made by some 
of the personalities. 

4. Panel discussion on "What I Can Learn from ' s 
Choice," or individual stories on the same topic. 

OVERALL EVALUATION: 

1. Discuss with pupils some of the following questions: 

a. How the choice made by affects 
our lives today? 
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b. What kinds of choices or decisions will we be 
called upon to make in the future? 

c. What kind of choices do our parents make? 

d. How can we know whether or not our choice will 
be a good one? 

e'. Would we have known much about these people if 
they had not made these choices? 

2. Note evidences of affects of the study of choice-
making in decisions pupils make. 

3. Written test asking questions relating the decisions 
made by these outstanding personalities. 

SIXTH GRADE 

MATERIALS THAT MIGHT BE USED 

The following are samples of some of the kinds of mate-
rials and community resources that can be used as an aid in 
developing the concepts, skills, and understandings listed 
in the resource units. It is expected that each teacher will 
want to develop his own list of materials as the learning 
units grow out of the resource units. 

Materials for Teachers 

Crosby, Muriel (editor). Reading Ladders for Human Relations, 
Washington, D.C.: American Council on Education, 1963. 

Elkins, Deborah. Reading Improvement in the Junior High 
School. New York: Bureau of Publications, Teachers 
College, Columbia University, 1963. 

Guide for Teachers. Contributions of Afro-Americans to the 
American Cultures. 114-53. 207th St., Cambria Heights, 
Queens, New York. 

Henry, Jules. "White People's Time. Colored People's Time." 
Trans-action (March/April, 1965). 
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The Journal of Negro Education (Summer, 1964). 

Kenworthy, Leonard S. Introducing Children to the World. 
New York: Harper & Brothers, 1956. 

Learning About Role-Playing for Children and Teachers. 
Washington, D.cT: Association for Childhood Education 
International, I960. 

Passow, Harry A. (editor). Education in Depressed Areas. 
New York: Bureau of Publications, Teachers College, 
Columbia University, 1963. 

Books for Pupils 

Evans, All About Us. 

Kennedy, Profiles of Courage. 

McGovern, Aesop's Fables. 

Richardson, Great American Negroes. 

Rollins, They Showed the Way. 

Miscellaneous Materials 

Bibliographical Sketches 

Profiles of Courage—Films 
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APPENDIX C 

ROLE PLAYING 

Discussion Topics 

Prejudice—Pr 

#1 
#2 
#3 
#4 
#5 
#6 
#7 

Getting to know people before making decisions about them. 
It's easy to laugh at crippled people. 
Don't be different. 
He doesn't belong to our crowd. 
They're different—it's OK to make'fun of them. 
Only smart students should be leaders. 
Smart kids can't play ball. 
All rich people are snobs. 

Personal Values—Pv 

#1 
#2 
#3 
#4 
#5 
#6 
#7 

#9 
#10 
#11 
#12 

Why do we have to watch our little brothers? 
Only a fool would stand up against the crowd. 
Games are important. 
Don't talk to a stranger. 
I had to work for a seat. 
It's only a cat. 
Mom will understand. 
Homework is a waster of time. 
Spending money is more fun. 
I'll go next week. 
Take care of yourself first. 
Other people are paid for cleaning streets. 

Authority—Au 

#1 
#2 
#3 
#4 
#5 
#6 
#7 
m 

She can't tell me what to do. 
Why listen to him? I'm as old as he is. 
Umpires never make mistakes. 
Rules are a waste of time. 
The paper plane. 
We were just having fun. 
It's public property. 
We weren't hurting anything. 

13& 
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#9'. We have our rights too. 
#10: Anyone can make a mistake. 

Honesty—H 

#1: Finders Keepers, Loser's Keepers 
#2: Don't get involved. 
#3 •' How can she prove it? 
#4: Is Right Right? 
#5: It's not really stealing. 
#6: What they don't know won't hurt them. 
#7: He's a squealer. 
#£: I'm in trouble if I don't make high marks, 
#9*. I didn't get mine back when I lost it. 
#10: Why get involved? 
#11: The speed limit was too slow. 



APPENDIX C 

COUNSELOR'S REPORT 

Counselor Name 

^ . Date 

Time-

Reason for Interview: 

Matters Discussed: 

Comments, Evaluation, Insights: 
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INSTRUCTIONS FOR THE "HOW I SEE MYSELF" SCALE 

Look at No. 1. On one side it has "Nothing gets me mad" 

and on the other side "I get mad easily and explode." If 

you feel that nothing gets you too mad Most of the time you 

would circle the 1. If you feel that most of the time you 

get mad easily and explode you would circle the 5. If you 

feel you are somewhere in between, you would circle the 2, 

3, or 4. 

Look at No. 2. It is different. On one side it has 

"I don't stay with something till I finish." If you feel 

that most of the time you don't stay with things and finish 

them, you would circle a 1. If you feel that most of the 

time you do stay with things and finish you would circle 

a 5. If you feel you fit somewhere in between you would 

circle 2, 3, or 4- It is important_to see that some of 

these mean one thing on the left side, some of them mean , 

another. So it is very important to think about each state-

ment as I read it. I will answer any questions you need 

answered, so feel free to ask them. 

141 
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Remember, we want to know how you yourself feel. We 

want you to be honest with us in your answer. Remember, it 

is how you feel most of the time. 

1. Nothing gets me too 
mad 

2. I donTt stay with 
things and finish them 

3. I'm very good at draw-
ing 

4. I don't like to work on 
committees, projects 

5. I wish I were smaller 
(taller) 

6. I worry a lot 

7. I wish I could do some-
thing with my hair 

3. Teachers like me 

9. I've lots of energy 

10. I don't play games 
very well 

11. I'm just the right 
weight 

12. The girls don't like 
me, they leave me out 

13. I'm very good at speak-
ing before a group 

14. My face is pretty 
(good looking) 

1 2 3 4 5 

1 2 - 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

I get mad easily and 
explode 

I stay with something 
until I finish 

I'm not much good at 
drawing 

I like to work with 
others 

I'm just the right 
height 

I don't worry much 

My hair is nice-look-
ing 

Teachers don't like me 

I haven't much energy 

I play games very 
well 

I wish I were heavier, 
lighter 

The girls like me alot, 
choose me 

I'm.not much good at 
speaking before a group 

I wish I were prettier 
(good looking) 
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15. I'm very good in 1 2 3 4 5 
music 

16. I get along well 1 2 3 4 5 
with teachers 

17. I don't like teachers 1 2 3 4 5 

IS. I don't like to try 1 2 3 4 5 
new things 

19. I don't feel at ease, 1 2 3 4 5 
comfortable inside 

20. I have trouble control- 1 2 3 4 5 
ing my feelings 

21. I do well in school 1 2 3 4 5 
work 

22. I want the boys to 1 2 3 4 5 
like me 

23. I don't like the way 1 2 3 4 5 
I look 

24. I don't want the girls 1 2 3 4 5. 
to like me 

25. I'm very healthy 1 2 3 4 5 

26. I don't dance well 1 2 3 4 5 

27. I write well 1 2 3 4 5 

2$. I like to work alone 1 2 3 4 5 

29. I use my time well 1 2 3 4 5 

30. I'm not much good at 1 2 3 4 5 
making things with 
my hands 

I'm not much good in 
music 

I don't get along 
with teachers 

I like teachers very 
much 

I like to try new 
things 

I feel very at ease, 
comfortable inside 

I can handle my feel-
ings 

I don't do well in 
school 

I don't want the boys 
to like me 

I like the way I look 

I want the girls to 
like me 

I get sick a lot 

I'm a very good dancer 

I don't write well 

I don't like to work 
alone 

I don't know how to 
plan my time 

I'm very good at mak-
ing things with my 
hands 
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31.' I wish I could do some- 1 2 3 4 5 
thing about my skin 

32. School isn't interest- 1 2 3 4 5 
ing 

33. I don't do arithmetic 1 2 3 4 5 
well 

34. I'm not as smart as 1 2 3 4 5 
the-others 

35. The boys like me alot, 1 2 3 4 5 
choose me 

36. My clothes are not as 1 2 3 4 5 
I'd like 

37. I like school 1 2 3 4 5 

33. I wish I were built 1 2 3 4 5 
like the others 

39. I don't read well 1 2 3 4 5 

40. I don't learn new 1 2 3 4 5. 
things easily 

My skin is nice-looking 

School is very interest-
ing 

I'm real good at arith-
metic 

I'm smarter than most 
of the others 

The boys don't like me, 
leave me out 

•My clothes are nice 

I don't like school 

I'm happy with the 
way I am 

I read well 

I learn new things 
easily 
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PUPIL EVALUATION FORM 

Pupil's Name 

Counselor Grade 

Teacher 

Age Sex 

Please rate this pupil in comparison to the other pupils in 
your present class. Make any additional comments that you feel 
will help in working with this child. 

1. Social Relationships: 

A. Concern for others. 

B. Relationships with other 
children. 

C. Attitude of classmates 
toward him. 

2. Emotional Adjustment: 

A. Ability to cope with ad-
justment problems. 

B. Response to frustration 
and learning problems. 

3. Self Concept: 

A. Pupil's feelings about him-
self in all school situations. 

B. Pupil's feelings about him-
self related to school work. 

C. Pupil's feelings about him-
self related to other chil-
dren . 
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4. Others. 
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APPENDIX C 

HOW MUCH DO YOU LIKE EACH ONE? 

A Lot Some A Very-
Little Little 

While most of us don't talk 
about it very much, we do have 
feelings about our classmates. 
It is normal to like some more 
than others. There is nothing 
right or wrong about this: it 
is just how we feel. We would 
not ask you for this report if 
it were not a very important 
part of any classroom. We re-
move the list of persons so • 
that no names are known. Your 
job here is to decide how much 
you like each person in your 
class. 

Look at the first name on the 
left side of the paper; then 
look at the boxes opposite his 
name. If you like the pupil a 
lot, put a check in the second 
box; if you like him a little, 
put a check in the fourth box. 
Do not check a name more than 
once. 

Do not skip any names except 
your own; when you get to your 
own name just draw a line 
through it. 

Do not ask anyone else what he 
thinks. This is for your own 
private opinion. NO ONE will 
be told what you put down. 

DO NOT USE 
This Space 

CD. 
1 

Col. 
34 
35 
36 
37 
33 
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