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research evidence discloses that the impact-can be a negative one.
However, a concerted effort to bring about positive changes can be
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concept development. There is a great need for a more comprehensive
understanding of the construct "self concept"- -how it develops, what
influences it, how it changes, and how the changes can be measured.
More action research is needed to identify effective change
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INTRODUCTION

"Educate the whole child." This maxim has been and continues to
be the guiding light of American education. Historically, educators have had
four kinds of goals: ( I ) academic; (2) vocational; (3) social and civic; and
(4) personal, including self-concept development (77). Evidence of the four
can be found in such earlier works as Cardinal Principles of Secondary Education
published in 1918 and The Purposes of Education in American Democracy
published in 1938 (39, 57). More recently, identical goals have surfaced in
artempts to synthesize the views of various educational constituencies (77,
124). Thus, at least on paper, it can be said that these four goals are the
primary reason for our educational endeavors.

Throughout history, however, social and economic conditions have
influenced the amount of emphasis given to certain goals. During particular
periods, some goals have rece ted precedence over others. In the early part of
this century, for instance, academic goals were a primary concern. In the
1.930s concern shifted to. social and personal goals until the 1960s after
Sputnik, when it returned to an academic focus. Following this period, the
rise of the "humanistic" movement saw a reemphasis on the personal and
social (152).

".--- For two decades humanistic education has been riding the crest, but
some fear it is threatened by the current inrerest in back-to-basics and
competency testing. Others do not agree (118). They theorize that the
public still wants educational institutions to be concerned with the personal
and social development of their children. And empirical evidence supports
their claim. A recent survey of teachers and administrators revealed that the
development of a positive self-concept on the part of students is still a very
important goal in the eyes of these educators (157). A similar survey of
teachers and parents asked these groups to rate the importance of four broad
goals and to indicate which ones should be emphasized most in our schools.
All four were viewed as important with personal goals ranking second only
to intellectual ones in terms of needed emphasis (77, 98).
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Thus, it is apparent that our concern for helping youth develop
intellectually must not overshadow an equally important concern for their
personal development. As educators, then, it behooves us to identify
strategies for developing and enhancing 'the self-concepts of our students.
Fortunately, during the past two decades more and more researchers have
turned their attention to this subject. The result has been an almost
exponenal -growth in research on student self-concept. Unfortunately,
however, most of the research findings have not reached the hands of the
classroom teacher. Many reasons can be cited for this breakdown in
communication, but paramount among them is the fact that the findings often
appear in journals and references not readily accessible to the classroom
teacher. The purpose of this publication is to take at least one step toward
correcting this situation. More specifically, the intent is to provide a brief
and, it is hoped, concise review of the state of the art and science of self -
concept development. The final section includes practical suggestions
gleaned from the research and literature that may aid the teacher in the
process of developing and enhancing the self-concepts of students.

DEFINITIONS

Before turning to a review of the literature, it is important to define
the term 'self-concept'. This is not an easy task, for even a cursory review of
existing theories and research studies reveals a multitude of different
definitions; some more precise and exacting than others. 'Self', for instance,
has been defined as "that which is designated in common speech by the
ptonouns of the first person singular, T, 'me', 'mine' and 'myself' " (41).
Others have defined 'self-concept' in a sivilar manner: "the organization of
all that seems to the individual to be T or 'we' (38). 'Self' has also been
defined as "a complex and dynamic system of beliefs which an individual
holds true about himself, and each belief with a corresponding value"
(134). Still other definitions of 'self-concept' include "a person's per-
ceptions of himself" (152) and "what an individual believes about himself,
the totality of his ways of seeing himself" (35).
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Turning for a moment to 'self-esteem', a word often used
interchangeably with self-concept, it has been described as "a positive or
negative attitude toward a particular object, namely, self" (138) and as
"feelings of personal worth . . . influenced by performance, abilities,
appearance, and judgments of significant others" (59). And to demonstrate
the interchangeability of the two terms, 'self- concept' has been defined as
"the sum total of all of the characteristics a person attributes to himself, and
the positive and negative values he attaches to these characteristics" (136).

Many more definitions could he cited, each slightly different, but
this quickly becomes a futile exercise. Accordingly, at least on the surface,
there appears to he some confusion regarding the definition of terms (27,
73). Upon closer examination, however, some distinctions do emerge. First,
'self' is distinguishable from 'self-concept'. The most widely accepted
definition of 'self' is the one first cited (41). It is referred to as the
"looking-glass self"-- the idea that we perceive ourselves as reflected in a
mirror. As we become aware of our reflection, we become aware of our
'self' (that is, we begin to use expressions such as .1., 'me', and 'mine).
As we become aware of 'self', we begin to perceive ourselves in terms of
roles, abilities, limitations, etc. These perceptions are, in part, self-
determined, and, in part, influenced by the way we believe others perceive
us. Some theoreticians (69, 114, 165) believe these perceptions are
strongly influenced by the "significant others" in our lives, while others
(72, 107) believe the major influence is derived from identifications we
make with particular social groups. In al! probability it is not an either/or
situation both are likely to influence our views.

Thus, 'self-concept. can be defined as the way we perceive our
selves and our actions, and our opinions regarding how others perceive us.
As such, our self-concept is multifaceted. For instance, we perceive
ourselves in different roles (child, student, parent ) with different abilities
(physical, mental) and different limitations. All these are subparts of our
self and combine to form our general.self- concept. Generally, theoreticians
and researchers believe the key dimensions of the general self-concept arc the
sense of (1) body self, ( 2) cognitive self, (3) social self, and (4) self-
esteem. The first three dimensions are self-explanatory, but the foiarth
dimension needs clarification.

Self-esteem is the evaluative dimension of our self-concept. While
our self-concept describes our perceptions, or self-esteem evaluates these
perceptions. In essence, it is the value we place upon the various dimensions
of our general self-concept. This suggests that our self-concept develops
earlier than our self-esteem we perceive our `self' in certain ways ( roles,
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abilities, etc.) and then we develop an evaluation of these self-images.
Accordingly, we may have an accurate self-concept and either a positive or
negative :elf-esteem concurrently.

Pulling this discussion together, then, we first perceive our 'self' as
a separate entity. As we do, we begirrtO describe our self in terms of roles,
abilities, and specific attributes; that is, we develop a 'self-concept'. This
self-concept is composed of many images, or dimensions. One dimension is
'self-esteem', the values we assign to each role, ability, attribute.

Given these definitions and distinctions, we can now describe some
additional features of 'self-concept* (152).

1. The self-concept is multidimensional. It includes many subparts,
and even These subparts may have more than one dimension. For
example, one subpart may be labeled our physical self-concept.
But the physical self-concept can be further divided into our
perceptions of our physical appearance, physical ability, etc.

2. The self-concept is hierarchical. Certain descriptions and

evaluations form the core of our self-concept; that is, they are
closer to the essence of our self. For instance, our image as
"teacher" may be more central to our being than our image as
"golfer."

3. The self-concept, at least the general self-concept, is fairly stable.
Our core perceptions develop early and change little through
time. A long history of inconsistent perceptions is needed before
these. 'selfs' change. However, as we descend the self-concept
hierarchy that is, move away from the core images the self-
concept becomes less stable. Our physical self-concept is set
early and maintains a certain stability, but our perceptions of our
physical appearance or agility, for example, change fairly easily
with time, growth, and events.

4. Finally, the self-concept is evaluative. Not only do we develop a
desctiption of our self, but we also formulate evaluations of this
description. These evaluations placed in the context of the other
three features just described, suggest that the core evaluations
are developed early in life and are resistant to change. Other less
significant evaluations are constantly being developed, modified,
discarded, and replaced by othets.

To summarize, and for the purposes of this publication, a self-concept
is defined as a person's perception of himself /herself. This perception is multi-

dimensional, hierarchical, fairly stable, and evaluative. Clearly, this de-
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scription cannot he viewed as an all-inclusive definition of self-concept.
Even if we accept these four as the salient features, unquestionably the total
is greater than the sum of the parts. But recognition of even these features
may help to make us mindful, as teachers, of the tremendous task before us.
How can we develop strategies that will effectively enhance a child's self-
concept? Moreover, how do we effectively enhance the self-concepts of many

children, each one coming to us with a different self-concept, and each one
having a self-concept that is fairly well defined by the time he/she reaches
our classroom? Before turning our attention to the strategies, therefore, it
becomes apparent that we need to understand the early development of a
child's self and self-concept. Accordingly, the next section describes, in
capsule form. what we know about the early years.

First. however, one caveat is in order applying not only to the
next section but to subsequent ones. This section has attempted to make
some distinctions regarding self-prefixed terms. It is hoped that these
distinctions will be helpful to the reader, but it must he recognized that
there is not total agreement on terminology. The definitions given bear this
out and, unfortunately, many times educators and researchers use self-
prefixed terms interchangeably. For instance, researchers will attempt to
measure self-concept using scales designated as self-esteem measurements.
The review and analysis of the literature which follow are based, as much as
possible, on the definition of self-concept given here.

EARLY
SELF-CONCEPT
DEVELOPMENT

In essence, self development begins at birth. The child is not aware
of being a separate being, a self, but within seconds after birth, the child
begins to interact with his/her environment. Gradually, the infant begins to
develop simple patterns of perception and action followed by more complex
ones, and within a few weeks begins to become aware of his/her existence
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as a separate entity. One study reports that the first signs of separation from
the mothet begin in the third or fourth month after birth (109. Quickly the
child begins to see himself/herself as separate from other people and within
a few months begins to assign a perception to his/her self (159).

Once the self is perceived and language acquisition begins, the core
dimensions of the self-concept begin to formulate quickly. Obviously, the
first few years are crucial in a child's development, physically, socially, and
intellectually. Equally important is the value the youngster places on his/her
perceptions and the perceptions of others.

1r v large measure, the environment the child interacts with early
in life estai ..ies the core self-concept, the perceptions which make up the
general self-concept. Unquestionably, the parental care received in the early
years plays an enormous role in defining the child's self-image. A supportive
environment, with many srimuli and visible love and care on the part of
parents, will enhance the development of a psychologically sound and stable
self-concept. An opposite environment will, in all likelihood, contribute to
the development of children who are psychologically crippled

The significance assigned to parental care should not be

underestimated. One study found that the child's level of self-regard is
related to his/her parents' level of regard for the child (110). Another
reported that kindergarten pupils who exhibited high self-esteem came from
homes in which mothers encouraged autonomy and independence on the part
of the children (50). Furthermore, the impact of early patental care extends
beyond the formative years. A seven-year followup study of five-year-olds
reported that 'those who came from homes where high parental warmth
existed had higher self-concept level; at age twelve ( 148). And another
researcher found that children not only rank their parents as "significant
others" during early childhood, 'but continue to rank them as important
"significant others" throughout the adolescent years (19).

Thus early parental care has a tremendous impact on the self-concept

development of children. Specifically, what type of care? A fairly definitive
answer can be found in the seminal study by Coopersmith ( 42 ). As a result
of his extensive seven-year examination of the experiences and conditions
associated with the development of self-esteem, this researcher was able to
isolate three conditions that distinguished high from low self-esteem
development. These three conditions, along with Coopersm it h's generalized
findings, are as follows:

1. Total or Nearly total acceptance of the children by their parents: They ( the
findings) reveal that the mothers of children with high self-
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esteem are more loving and have closer relationships with their
children than do the mothers of children with less self-
esteem. . . . The greater acceptance of the child with high and
medium self-esteem is manifested by interest, concern about
companions, availability, and congenial joint activities. The
child apparently perceives and appreciates the attention and
approval expressed by his mother and tends to view her as
favoring and supportive. He also appears to interpret her interest
and concern as an indication of his significance; basking in these
signs of his personal importance, he comes to regard himself
favorably. (42:178-79)

2. Clearly defined and enforced limits: The conditions that exist within
the families of children with high self-esteem are notable for the
demands the parents make and the firmness and care with which
they enforce those demands. Reward is the preferred mode of
affecting behavior, but where punishment is required, it is
geared to managing undesired responses rather than to harsh
treatment or loss of love. . . . The total amount of punishment
administered in these families is not less than in others, but it is
different in its expression and is perceived as justifiable by our
high self-esteem subjects. (42:196)

3. Respect and latitude for individual action: The results point to a
negative relationship between the limits established for the child
and the freedom he is granted within those limits. Thus, we find
that the families of children with high self-esteem not only
establish the closest and most extensive.set of rules, but are also
the most zealous in enforcing them. This establishes the authority
of the parent, defines the environment, and provides standards
by which the child can judge his competence and progress.
Parental treatment within these_iimits is nonccercive and
recognizes the rights and opinions of the child. His views are
sought, his opinions are respected, and concessions are granted to
him if differences exist. The latitude that prevails within the
general limits permits the child to enter into discussions as a
significant participant and to gain the benefits of self-assertion.
(42:213-14)*

*Stanley Coopersmith, Tlie Aettecalciits of Self-Estum (San Francisco: W. H. Freeman and
Co.), 0 1967. Reprinted by permission of Alice Coopersmith, Adrninistratrix of the Estate
of Stanley Coopersmith.
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Other researchers have uncovered evidence which suppotts
Coopersmith's findings, such as a significant relationship between parental
positive attention and adolescents' self-esteem (138), and a positive
telationship between parental acceptance of childten and children's self-
evaluations (84). Still others have found that high-anxiety-evel children
had fathets who tended to be harsh in their parental judgments (94); and
particular types of patental evaluations led to highet anxiety levels and more
negative self-concepts on the part of children (146). Specifically, mothers
who evaluated the child in terms of the mother's needs, tattier than the
child's needs, had children who exhibited mote anxiety and lower self-
concepts.

Investigators have also discovered that parental self-concept,
particularly maternal self-concept, is related to child teating practices and
child self-concept development. Mothers who possessed positive self-esteem
tended to show greater affection and warmth toward their children (150);
and mothets who were more self-accepting showed more approval and
acceptance of their children (115). Other studies revealed that highly
anxious children came from homes in which the mothers were more anxious
(1), and mothers' self-concepts were positively related to their children's
self-concepts (169).

Thus, the impact of early parental care on self-concept development
can be summarized in a nutshell: it is tremendous and long lasting. Parents
who possess positive self-images create an environment which ptorno-ra
positive self-concept development on the part of their children. In a
supportive environment, one which promotes affection, warmth, and respect
between parent and child, and one with clearly defined rules and
expectations of behavior, children will have a very good chance of
developing a psychologically healthy self-image. The opposite environment
will, in all likelihood, create self-images which are psychologically
damaged. Consequently, the care a child receives in the early years prior to
attending school in very large measure sets the stage for the future
doielopment of his/het self-concept. It establishes the cote self-image and
thereby influences what will happen to the child's self-concept as he/she
becomes a student in our schools.
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SCHOOLING AND SELF-CONCEPT
DEVELOPMENT

What happens to a child's self-concept once s/he begins attending
school? Essentially, this can be considered a two-part question. First, what
happens in the normal course of events, or, to put it another way, what
school variables are related to student self-concept? Second, what are the
results when strategies and activities designed specifically to enhance

student self-concept are introduced into the curriculum? This section
attempts to answer the first question, and the subsequent section addresses
the second.

The impact of School Variables on Student Self-Concept

The relationship of school variables to student self-concept has
received a great deal of attention by researchers in recent years. A review of
the literature reveals that investigators have attempted to explore this
question from almost every angle. Many attempts have proved fruitless; but,
by the same token, many have proved fruitful. Therefore, we are beginning
to get a clearer picture of what variables are associated with student self-
concept. Before describing them, however, a cautionary note is in order. It
should be pointed out that most of the research reported in this section deals
with correlational findings. A correlational study establishes the presence or
absence of a mutual relationship, but it cannot determine cause and effect.
Thus, for example, when a study reports that teacher businesslike behavior
is correlated or related to higher self-concept, it tells us that when
businesslike behavior is present, in all likelihood higher student self-concept
is also present. It does not tell us that businesslike behavior causes higher
student self-concept. The casual relationship may or may not exist, but this
can. be determined only through the "se of an experimental design. Most of
the studies reported in this section are correlational in nature, while many
experimental studies are described in the subsequent section. With this in
mind, let us now turn our attention to the research that has attempted to
explore the relationships between schooling variables and self-concept.
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As educators, we would like to believe that everything we do
relates in a positive way to self-concept development. Unfortunately, this
belief is not supported by the empitical evidence. It appears that our actions
affect students differently. For example, we know that for some students
their self-concept becomes more positive during the schooling years and for
others it becomes more negative. One study reports that for many students
the trend is toward acquiring mote negative self-images with each
additional year of schooling (7). Using various forms of the Iola of
Adjustment and Values, designed to measure perceptions of self and others. the
researcher surveyed the perceptions of apptoximately twenty-six thotiiand-
students in grades thtee through twelve and concluded:

The data show developmental trends. Although some of these
changes appear to be of a positive nature, the data overwhelmingly
support the conclusion that progressive deterioration is present in
perceptions of self and other people and in adherence to a set of
values, many of which are of basic importance in human welfare and
relationships. In short, the data picture of the developmental trends
in self-concept variables [is] negative leading to doubts about self-

-worth and the worth of other people, to increased defensiveness.
and to rejection of values which are hasic to feelings of worth,
beliefs in 'the dignity and worth of other people, adequate
interpersonal relationships and principles of behavior. (7)

.

These findings are supported by the research of other investigators
who administered the Self Observation Scale, an instrument designed to
measure self-concept in primary and intermediate school children, to
approximately thirty-seven hundred primary students in grades one through
three (161). To the query "Are you good- looking ?" 25 percent of the first
graders and almost 50 percent of the third graders answered in the negative.
Twenty percent of the first graders thought other children in their class
disliked them and 28 percent believed other people did not like their ideas.
According to the third graders. 30 percent thought they were disliked hy
other classmates, and 36 percent believed their ideas were not liked hy
orhers. Eighty percent of the first graders and only 67 percent of the third
graders thought they were doing as well as they should in their work. The
investigators also report that while approximately 90 percent of the total
sample reported their teachers liked them, fewer third graders than first
graders felt this way.

Additional evidence indicates that this decline in self-concept
continues into the upper grades. A survey of over six hundred students in
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alternate grades ftom three through eleven found a decline in self-esteem
(121). When presented the item I'm pretty sure of myself. 88 percent of
the third graders said "like me, but only 66 percent of the eleventh graders
responded in a similar manner. Eighty-four percent of the third graders were
proud, of their work and over half felt they were doing as well in school as
they would like. For the eleventh graders, 53 percent were proud of their
school work and only 22 percent thought they were doing as well in school
as they would like. Finally, in the early grades, 93 percent of the students
believed they were doing the hest work they could, while only 37 percent
of the oldest students felt the same way.

The empirical findings therefore lead to the conclusion that
schooling affects children's self-concepts differently. For some children, the
effects ate in a positive direction; for others the effects are negative. What
determines the direction the effects will take? At least a partial answer may
be found in the relationships known to exist between certain school
characteristics and student self-concept. Let us turn our attention, first, to
academic characteristics.

Numerous researchers have examined the relationship between
academic achievement and self-concept. With a few exceptions, the findings
have indicated a significant and positive relationship between the two
variables. High self-concept is concomitant with high achievement, low self-
concept with low achievement. For instance, high-achieving intermediate
grade students were found to have significantly higher general self-concepts
and academic self-concepts than low-achieving cohorts (60). Similar
findings were reported for the relationship between reading and
mathematics achievement and self-concept (176). And a study of eleventh
grade over and underachievers revealed that students who exhibited high
academic productivity levels tended to have higher self-concepts (61).
Other researchers found underachievers with more negative self-concepts
than achievers (64, 153), and seeing themselves as less adequate (37. 53).

At first glance these differences in self-concept levels of achievers
and underachievers might appear to be 'attributable to differences in
intelligence. However, a study involving over one thousand seventh graders
found 'that the positive relationship between achievement and self-concept
remains intact even after IQ scores are factored out of the data analysis (19).
Also, evidence uncovered by other researchers reveals that intelligent
underachieving high school male students have more negative self-concepts
than students of equal intelligence who are achieving at their ability levels
(154). Thus, it is safe to conclude that achievement and self-concept are
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related and the relationship cannot be accounted lot solely on the basis of
intelligence. .

Teacher characteristics have also been found to be related to student
self-concept. Two studies discovered that students' perceptions of their
teachers' feelings towatd them are highly cortelated with sell:perceptions
(44, 101). Students who feel they are liked and respected by their teachers
have higher self-concepts, while those who believe they are disliked by their
teachers are more dissatisfied with themselves. Morevoet, some evidence
suggests that these student perceptions may be a reflection of teachers' self-
perceptions. For instance, researchers report that lowering of student self-
esteem is positively related to teacher self-esteem (55).

Two additional studies give us a cleater picture of the telationship
between teachet characteristics and student self-concept. In the first study
Spaulding conducted an extensive survey of teacher-student transactions in
elementary schools, using classtoom observations to categorize teacher-
student transactional patterns in 21 fourth and sixth grade classes (160).
These patterns were correlated with measures of achievement, creativity,
and self-concept. With respect to self-concept cotrelations, significant
relationships were found for "socially integrative" and "learner and
supportive" teacher behaviors, specific characteristics of "democratic"
leadet behavior, and other teacher behaviors. More specifically, a positive
relationship was found between student self-concept and one component of
"socially integrative" behavior desctibed by earlier researchers (4). This
component is "calm, acceptant transactions, in general, with private,
individualized instruction and a concern for divergency, attention to task,
and the use of task approptiate procedures and resources." A similar
relationship was found fot the "learner-supportive" category of teacher
behaviot (177), a category defined much like the "socially integrative"
component just mentioned. One pattern of "democratic" leadet behavior, as
defined by other investigators (100), was also positively related to student
self-concept; the pattern of "acceptant transactions, controlling through
standards, with appeal to convention as the source of authority, and
avoiding negative evaluation." Finally:

Strong suppott was found . . . for positive relationships between
pupil self-concepts and teacher behavior characterized by a high degree
of private or semiprivate communication with children, of ovett
facilitation of task-oriented behavior, of concetn for divergent
responses in children, of attentiveness to pupil needs, of the use of
control techniques involving humor and a relatively low degree of
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negative evaluation, of domination through thteat, of firmness in
tone, of teacher-supportive control, of harsh "taskmaster" behavior,
and of grim domination. (160)

The second study, by Peck et al., involved an examination of teacher
effects on student achievement and self-esteem (129). Fifty-three sixth grade
teachers and their students participated. One aspect of the study focused on
the relationships between teacher classroom behavior and student self-
esteem. Students completed a self-concept questionnaire in which teachers,
based upon classroom observations, were rated on three factors. The three
were those found by an earlier researcher to characterize outstanding
teachers: (1) Kindly- Understanding friendly, understanding, sympathetic
behavior vs. aloof, egocenttic behavior; (2) Systematic-Organized

responsible, systematic, businesslike vs. unplanned, slipshod behavior; and
(3) Stimulating - Inventive stimulating, imaginative behavior vs. dull,
routine behavior (141).

Student self-esteem was reperted to be affected by all three of these
factors (129). More importantly, the effects differed for students with
different self-esteem levels. With respect to stimulating-inventive teacher
behavior, the evidence indicated a curvilinear relationship. Students
working with teachers who demonstrated either high or low stimulating-
inventive behavior had higher self-esteem levels at the end of the school year
than those working with teachers who showed average stimulating-
inventive behavior.

Kindly-understanding teacher behavior was, directly related to
changes in self-esteem for students who exhibited average or high self-esteem
in the fall, but there was an inverse relationship for changes in self-esteem for
students who exhibited la* self-esteerri. initially. A similat pattern was
reported for systematic-organized teacher behavior. These findings seem to
indicate that children with average or high self-esteem, working with
friendly, understanding, and sympathetic teachers, in all likelihood will
develop even higher self-esteem; while children exhibiting low self-esteem,
working with these same teachers will develolower self-esteem. This
pattern is perplexing and, unquestionably, warrants further exploration. In
the interim, these findings may best be viewed with a jaundiced eye.

The two studies just cited have identified a relationship between
teacher behavior and student self-concept. Others suggest at least a link
between them. Teacher expectancies influence their behavior. One study
reported that teachers gave more Verbal feedback to students who were
expected to achieve (158); another found that teachers spent more time
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interacting and gaining feedback from high achievers than from low
achievers and students expected to be low achievers (23). In addition,
teachers were reported to wait a longer period of time for answers from high
achievers than from low achievers (139). Given the known relationship
between achievement and self-concept, and the Spaulding and Peck et al.
studies just described (160, 129), it is not surprising to find teacher
expectations related to student self-concept. However, the evidence is far
from conclusive. This becomes more apparent in the literature dealing with
sex and self-concept.

Because teachers interact differently with male and female students,
we could expect to find a difference in male and female student self-concept.
Males generally do receive more attention than females do from teachers; and
when the teacher is female this can result in lower self-concepts for females
(58). On the other hand, females more than males generally perceive
teachers' feelings toward them as being positive (144). Furthermore, it is
uncertain if a difference in male and female self-concepts exists. Several
researchers report higher self-concept for females than males (11, 54, 7).
One researcher, however, discovered the opposite that is, higher self-
concepts for males rather than females ( i 13). Thus, it is unclear if student
sex is related to self-concept.

A similar lack of clarity exists in the case of student socioeconomic
status (SES) and self-concept. High SES tends to be positively correlated
with high self-esteem. One study noted that fifth grade students from higher
social classes showed fewer indications of maladjustment (26); another,
involving a large sample of elementary school students, reported that
students with higher-SES showed better adjustment than thOse with lower
SES (151). With regarcrto middle SES, several investigators maintain the
relationship still exists; that is, middle SES students possess higher self-
concept than lower SES students (33, i 43, 171). But several researchers
indicate that by some criteria, low SES students may have more positive
self-concepts than middle SES students (170, 171, 186).

Trowbridge tested over thirty-seven hundred third through seventh
grade low and middle SES students using Coopersmith's Self-Esteem
Inventory (CSEI) (17 I ). The CSEI was selected because it measures four
dimensions: (1) general self, (2) social self - peers. (3) home-parents, and
(4) school-academic. It has been hypothesized that the cases where lower
SES students 'appear to have higher self-concepts than middle SES students
can be attributed to the fact that researchers used a general self-concept
measurement rather than an academic self-concept measutement. Trow-
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bridge's findings indicated that the self-concept of the low SES students
was significantly higher than those of middle SES on three CSEI
dimensions: ( I ) general self, (2) social self-peers, and (3) school-academic.
Only on the home-parent did the middle SES students score higher. Of
particular interest ate the results for the school-academic dimension. Table 1
presents the results for seven scale items which measure that dimension.
Notice that "I'm doing the best work I can" is the only positive item on
which middle SES score higher.

TABLE 1
PERCENT OF "LIKE ME" RESPONSES ON CSEI SCHOOL-ACADEMIC SUBSCALE

PVRCFNT OF STurg NTS RFOONDINC.

"1.1KF Mr

Low SES Middle SES

I like to he called on in class 77.5% 34.8%

I'm not doing as well m school as I'd like to 21.7 59.3

I find it very hard to talk in front of the class 11.3 39.7

I'm proud of my school work 68.3 46.4

1 often fed upset in school 6.5 19.1

My teacher makes me fed I'm not good enough 29.7 39.8

*I'm doing The best work I can 6.1 44.5

SOeitcf: N. T Trowbridge. -SelfConeept and Sams-Economic Status in Elementary School
Chtleiten.- Amerk.in Elwatoona1 Rear:11 joum:il 9, no 4 (1972):533. Copyright 1972. Amcrican
Educational Research Association. Washington. D.0

Trowbridge offers three explanations for the findings. First, lower
SES students may have lower aspiration levels and consequently derive
greater satisfaction from their performances. Second, lower SES students
may not blame themselves for bad experiences, while middle SES students

may view their shortcomings as being their fault. Third, by answering "Not
Like Me" to the statement "I'm doing the best work I can," lower SES
students are protecting their self-concepts. When students perceive that
they are doing their best work and the teacher judges the work as poor,-this
has a negative= effect on self-concept. lf, on the other hand, a lower
perception is held, the child can better accept failure.
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The research findings with respect to the relationship between
enthnicity and student self-concept are, at best, mixed and inconclusive
(184). For example, one study repotted that the self-concept of middle SES
Chicanos was similar to that of low SES Anglo children (103); another
found no significant differences between the self-concept of Chicanos and
Anglos (46). A third found Puetto Rican students' self concept to be
significantly lower than that of Blacks and Anglos (34); but still another
reported mixed results (185). One researcher found American Indian
students' self-concept significantly lower than that of Anglos (34), while
another reported no significant differences ( l78).: For Blacks, the findings
are even more equivocal. Several reseachers note differences in the self-
concept levels of Blacks and Anglos in favor of Anglos (47, 95, 105), while
others repott no significant differences (179, 182, 185). Still others report
cases where the self-concept of Blacks surpasses that of Anglos. (46, 186).
The same mixture of results can be found in studies of the effects of
segregated and desegregated school settings on Black student self-concept;
some favor a segregated setting (82, 86) and others a desegregated one (79,
185,, 186).

The mixed findings may be attributed to many factots, not the least
of which is confusion over definitions. Many different operational
definitions were utilized in the studies just cited, and consequently different
dimensions of the general self-concept have been measured in diffetent
studies. Again, several individuals attribute the findings, particularly those
in which higher self-concepts were reported for Blacks than for Anglos, to
incidences where general self-concept rather than academic self-concept was
being measured. However, certain studies report higher self-concept for
Blacks even on measures of academic self-concepts (21, 85, 170, 171). One
of these (21) explains this phenomenon in terms of reference groups; that is,
students in predominantly Black schools assess their academic ability in a
context different from that of students in majority Anglo schools. Black
students do not base their self-evaluation on middle-class Anglo standards
but rather on standards reflected by family, peers, and teachers in school and
social systems that are predominantly Black. Notwithstanding this
explanation, the overall picture in tetms of the relationship between
ethnicity and ,student self-concept is still fuzzy and requires finer tuning
through additional research.

Before leaving the topic of ethnicity and self-concept, one further
note concetns the differing effects teaching behaviors may have on ethnic
membership. The Peck et al. study reported eatlier desctibed the
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relationships between three teaching factors and student self-esteem (129).
It was noted that the factors were related differently depending upon the
initial self-esteem level of the student. This finding, in the case of two of the
three factors, also holds for student ethnicity. Teachers exhibiting high
levels of kindly-understanding behavior had a negative effect on the self-
esteem of Blacks, while medium levels of the same type behavior had a more
positive effect. Among Anglos the medium levels also showed positive
effects. For Chicanos, however, the reverse was true. There was a direct
relationship in which high levels of kindly-understanding behaviors
produced the most positive effects. Different levels of stimulating-inventive
teaching behavior were directly related to the self-esteem levels of Anglo
students: and for Chicanos, higher levels of stimulating-inventive behavior
were related to more positive self-esteem levels on the part of the students.
But for Blacks, high levels of this teacher behavior affected them in an
adverse manner while . medium levels appeared to be most effective in
enhancing self-esteem.

Turning our attention to schooling practices, let us first look briefly
at the impact of grouping patterns on student self-concept. One pattern is to
establish homogeneous and heterogeneous groups based on some criterion of
ability or achievement. One study found that heterogeneous grouping was
related to improvements in self-concept (92); another reported improved
attitudes toward school and school work for this pattern of grouping (145).
A third study, on the other hand, reported that self-esteem levels were
related to achievement tracking (104). Eighth grade students in Ttack I, the
highest achieving group, scored significantly higher on a self-esteem
inventory than students in other tracks, and students in the lowest achieving
group, Track IV, scored significantly lower than students in the other three
tracks. For multi-age group patterns the evidence is still rather skimpy, but
some can be found favoring this pattern (80).

The practice of nonpromotion of academically deficient students has
a long history of debate in educational circles. Several educators have
theorized that nonpromotion would have grave psychological effects on the
child, and some empirical evidence exists to support this claim. Three
studies report that both single and multiple nonpromotions have a negative
effect on the self-concept of students (91, 17, 175). However, these
investigations contained at least one major flaw. Data on self-concept levels
were not collected prior to nonpromotion. Two investigators who collected
this pretest information found that nonpromotion did not adversely affect
self-concept development (32, 65). In fact, just the opposite appeared to be
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the case. For example, one found Char the self-concept levels of promoted
and nonpromoted students were vety similar after one year (65). He tested
the two primary gtade student groups at four intervals: fall and spring of
grade one and fall and spring of grade two. Differences between the mean
self-concept levels of the groups in the fall of the first year were noticeable,
but by the spring of the second year, mean self-concept scores for the two
groups were almost identical. Thus, although the effects of nonpromotion on
student self-concept remain unclear, some evidence reveals no adverse effects
and the possibility of positive effects.

A schooling practice that is receiving a great deal of attention today
is mainstreaming. With the passage of P.L. 94-142 and state mandates, the
education of handicapped students is once again in the limelight. The
legislation requires the placement of these students in the "least restrictive"
environment. Ostensively at least, this suggests the placement of some
handicapped children in so-called "regular classrooms, in the mainstteam
of instructional settings. As a result of the legislation, there has been a
rekindling of the debate of the benefits of "special" vs. "regulat" class
placements..Some feel that special class settings will more appropriately
meet the academic and psychological needs of special students while others
believe that the ability, achivement, and social mix found in the "regular"
classroom is appropriate to meet the needs of all students. With respect to
the question of effects on self-concept development, the empirical evidence
appears to support both views. Some studies report lower self-concepts for
handicapped students placed in "special" classrooms (15, 111); some
repott the opposite (49, 8); others report no significant difference (108,
172). Several reasons can be cited for this conflicting evidence. First, the
studies deal with different populations of handicapped students and
differing definitions of the term "handicapped... Second, different
dimensions of self-concept are often being measuted. Thitd, existing self-
concept insttuments may not be appropriate to use with particular special
students. Fourth, it may be too early to accurately assess the. impact of
"regular': vs. "special" class placement of handicapped childten.

This foutth reason is of particular importance in the light of present
knowledge. We know that teachers' attitudes and perceptions affect their
interactions with students (23). We also know that some teachers hold
negative attitudes toward "special" students and that, in many cases, these
attitudes reflect a lack of knowledge and understanding of handicapped
individuals. Evidence suggests that a majority of "regular.' classroom
teachers are ill prepared to work with "handicapped" students (88).
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Additionally, and more importantly, we know that improved preparation,
either at the pre-service or in-service level, can lead to Unproved attitudes
and the acquisition of the skills needed to work with special students (88).
Preparation of this type is still in the beginning stages of development and
not yet widespread. Additional time will need to pass before we can
determine the impact of mainstreaming, on student self-concept. Until the
newly prepared teachers have had ample opportunity to impact their school
settings, the jury must remain out.

The relationship between the "open classroom" and student self-
concept has also received renewed attention in recent years. If, as it has hem
suggested, we accept the Progressive Education Mmement of the 1930s as
representing the beginnings of the open classroom movement, then we may
say that developing "openness" in school settings has a relatively long
history. It may be more appropriate. however. to assign the beginnings to
the mid-1960s the period in which American educators began to learn
about the English open primary schools. What followed was a swing of the
education-al pendulum in the direction of more openness in educational
settings. The swing may be attributed to many factors, not the least of
which was changing social conditions. But the most convincing educational
claims were that openness promoted more "humane" learning, achievement
gains equal to or greater than those found in traditional settings. and, just as
important. substantial improvements in student attitudes and self-images.
The extensive Bank Street College of Education study (117) lends a great
deal of support to these claims. In studying fourth graders from four New
York City schools, the investigators found essentially no significant
difference in achievement scores for students in the traditional and modem
schools. On the other hand, they did find differences in student self-
concepts. in favor of the more modem schools. Students in these schools
were less rigid, more cooperative, and exhibited more positive attitudes
toward school.

More recent studies reveal mixed results. For example, some
investigators report more positive self-concepts for students enrolled in open
classroom or open space settings (99, 25. 9). Others, however, report
lower self-concepts (142, 106). Horwitz, after reviewing 61 selected
studies, reported that 25 percent favored open classrooms, 3 percent favored
traditional settings, 25 percent showed mixed results, and 47 percent
showed no significant differences (89).

Why has the evidence proved inconclusive? One reason may be that
academic achievement is an intervening variable; that is, the discrepancies
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may be explained in terms of achievement, and achievement gains are a
stronger determinant of self-concept gains than the type of setting.
Horwitz's findings may be said to give some credence to this explanation.
Although unscientific, a review of his findings shows that the studies of the
relationship between achievement and open classroom settings follow a
pattern similar to that of self-concept. Foutteen percent of the studies favor
the open classroom as enhancing achievement, 12 percent favor traditional
settings, 28 percent show mixed results, and 46 percent report no
significant differences. More conclusive_ support of this explanation is found
in the 1977 Abt Associates report, the source of the following excerpt.

I. Highly structured basic skills programs were much more
successful than "open classroom" approaches in raising the
achievement level of low income children.

2. Open classrooms generally failed to raise self-esteem, even
though that was a primary objective . . . (structured programs]
with a primary objective of teaching basic skills [were] more
effective in raising self-esteem.(90)

A second reason for the problematic findings may be the definition
and measurement of self-concept. Horwitz reports that almost all the studies
define self-concept as a single dimensional variable they measure only one
component of self-concept such as academic self-concept or self-esteem.
Evidence which may reveal the weakness of defining self-concept in such a
fashion can be found in a study of primary grade students in open and
traditional classrooms who were tested for achievement and self-concept
levels (87 ). No significant differences were found between the groups for
achievement and academic self-concept, but significant differences were
found, in favor of the open classroom students, for global self-concept.

Finally, there is a great deal of confusion over the definition of open
classroom. The term is often erroneously equated with open space or other

openness" settings and approaches. As Horwitz states:

Silberman (1970) has characterized "openness" as "less an
approach or method than a set of shared attitudes and convictions
about the nature of childhood, learning, and schooling." (p. 208).
Yet some writers who describe open classrooms are clearly more
concerned with physical space than with attitudes or convictions.
To them, the term open has primarily an architectural meaning, and
open classrooms are simply large, open rooms with many children and
not many walls. What goes on pedagogically in these open spaces
may or may not be the same thing as open education, . . . (89)
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Teachers untrained to work in open classrooms may find the approach
inconsistent with their style of teaching. The result, many times, may be the
creation of physical and psychological barriers to "openness" such as those
described by Silberman (155) and Horwitz (89).

To summarize this entire section, then, we have observed that in
general student self-concept becomes more negative through the schooling
years. There is considerable evidence that indicates a direct relationship
between achievement and self-concept; that is, higher achievement is
accompanied by higher self-concept and low achievement by low self-
concept. Teacher characteristics are also related to self-concept develop-
ment. Teachers' self-image, their interactions with students, and their
teaching styles all relate to student self-concept. Furthermore, these teacher
characteristics may have a different impact on self-concept depending upon
the ethnicity of the student. It is unclear if, and, in some cases, how, the
student's sex, socioeconomic status, or ethnic background influences his/her
self-concept. With respect to specific schooling practices, it remains unclear
how grouping p_alterris, mainstreaming, and open classroom settings are_
related to st'ixreilt, self-concept. The impact of nonpromotion practices is also
open to question. but recent studies report no adverse effects and apparently
some positive effects on self-concept. Thus, as one would expect, schooling
practices are related to self-concept development, but additional research is
needed before their impact can be fully understood.

The Impact of Self-Concept Enhancement Strategic,

The preceding section has described what is known about the
relationships between certain schooling variables and student self-concept.
It discussed the possible impact of the normal everyday activities of formal
schooling on self-concept development. Additionally, it indicated that an
activity may interact differently with the self-concepts of different students

a particular activity appears to improve the self-concept of some students
while it is detrimental to others. The task then becomes one of identifying
ways to improve those self-concepts that for a variety of reasons have
become psychologically damaged. More importantly, the task becomes one
of identifying strategies and activities that will effectively enhance the self-
concepts of all students. Before turning to a discussion of these strategies, it
is important to highlight the general problems that may be encountered in
attempts to change self-concept.
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How can teachers best help students to change their self-concepts? A
psychologist and therapist says that he is tempted to answer this question in
one of two ways. First:

You can't! There's no way you can reach into someone else's psyche
and rearrange their self-perceptions. The real issues are what do thry
have to do in order to perceive themselves differently and how can
you help them to define and implement chose steps? (68)

--, And alternatively:

Don't try to change it The more you can understand people as they
are and accept, value and respect them, then the more they and their
self-concepts will change. (68)

Neither of these answers is very satisfying, which Fitts
acknowledges by stating, "They are too vague and general, not operational
enough, and actually extremely difficult to carry out . . ." (68).
Furthermore, for educators, such responses are unacceptable. Educators are
charged with promoting the psychological development of children, but
these answers leave too much to chance. We must therefore search for more
systematic and exacting methods of influencing self-concept development.

Recognizing the task and accepting the challenge, however, does not
make the task any easier, as will be seen in subsequent pages. It is difficult
for many reasons, not the leasr of which is the problem of accurately and
empirically measuring self-concept change. This problem may become clearer

by examining a hypothetical situation.

Suppose we identify a strategy which we believe will enhance the
self-concepts of our students and we set out in a systematic manner to test
the hypothesis. We administer a pretest, some measure of self-concept; we
implement the strategy for a period of time; and we administer a self -
concept post-test. Upon analyzing the data we find no significant change;
that is, we find no significant gains in student self-concept. Apparently the
strategy was not effective in enhancing the self-concept of the students. Or
was it? Are there alternative explanations for these findings? If so, what are
they First, what have we measured general self-concept or some
dimension of general self-concept? We may have been unclear as to what we
desired to measure and, consequently, selected an inappropriate self-concept
scale. Related to the selection of the appropriate self-concept instrument is
the matter of the validity and reliability of the instrument. Some scales are
valid and reliable only for certain populations, certain ages. Also, few scales
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ate valid fot use with very young children. So, a second explanation may be
that the instrument selected may not validly measure the self-concepts of the
student age group.

Third, self-concept scales are generally self-tepotting instruments.
Students report their perceptions of their self-concepts. They represent
-what a person is willing; able or can be seduced to say about self ( 36).
And further:

Too many other variables intervene between self-concept and the
self - repots to modify or distort what the person is able or willing to
say about self. Just a few of these variables may be: the willingness
of the subject to cooperate, the subject's possession of adequate
language to express his expetiential self, social expectancies
impinging upon the subject at the time he of she is asked for self
descriptions, the subject's own goals or purposes in the encounter,
the relationship with the requester, and the subject's freedom from
thteat or coercion [these] are only a few of the possible sources
of error. (36)

So, our findings may be explained by the fact that the use of a self-reporting
instrument distorted the true self-concepts or changes in self-concepts of our

students.
Fourth, the self-concept scores reflect group selkoncepts: not

individual self-concepts. We have obtained average self-concept scores for the
total group, but we have not looked at individual self-concept scores. Our
intervention strategy undoubtedly affected students differently. The
strategy may have enhanced the self-concept of some students, affected
others in a negative fashion, and had no impact on others. These different
effects may average out, when grouped together, to no effect. Thus, the
strategy maybe beneficial for some students, but this benefit is not visible in
the analysis of group data. .

Finally, how long does it take before the strategy has an impact on
students' self-concepts and how long before it becomes empirically
identifiable? Possibly the strategy is a good one, but it was not employed for
a sufficient period of time to have an impact and fot the impact to be
observable. As indicated previously, general self-concept becomes

embedded early in life. Fortunately or unfortunately, depending upon the
case, it becomes resistant to change. The results of the hypothetical study
may merely reflect this resistance and indicate that continued use of the
strategy may prove beneficial.
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It is important to be aware of these alternative explanations of these
findings. Awareness should not, however, discourage our effotts. These
explanations are presented here as cautionary notes to consider during the
quest to identify effective means to enhance out students' self-concepts.
Keeping them in mind, let us now return our attention to an analysis of the
empirical findings.

What strategies should we employ to improve the self-concepts of
our students? First, consider the evidence regarding academic achievement
and self-concept. As noted earlier, researchers have identified a direct
relationship between achievement and seff-concept, specifically academic
self-concept. This state of affairs has led many to theorize about a causal
relationship between the two variables. Asa result theorists have joined one
of two camps. One group, the self-enhancemem theorists, believes that self-
concept explains achievement. Their argument is that changes in self-concept
cause changes in achievement. Therefore, an improvement in the student's
self-concept will in turn cause an improvement in the student's achievement.
The second school of thought, the skill development theorists, believes the
opposite to be the case. Achievement explains self-concept changes in
self-concept are caused by, or result from, initial changes in achievement.
Consequently, these theorists urge us to identify methods for improving a
student's academic achievement because such achievement will then enhance
the student's self-concept.

Recent investigations give greater credence to the skill development
school of thought. The Kifer study, for instance, adds graphic support to
this approach to enhancing self-concept (96). In a cross-sectional study,
Kifer examined the long-term effects of multiple academic successes and
failures. Students in the upper fifth and lowest fifth of their class, in terms
of teacher marks, were examined over four time periods: grades I-2, grades
1-4, grades 1-6, and grades 1-8. In other words, one group of students
tanked in the upper fifth and another group in the lowest fifth of their class
for two years (grades I-2), other groups for four years (grades 1-4), and so
fotth. Essentially, then, some students had two years of success or failure,
and others had fout, six, of eight years of success or failure. Each group of
students was given a modification of Brookover's test of academic self-
concept. Kifer's results are presented in Figure I.

The results clearly show that the academic self-concept of successful
and unsuccessful students becomes more different with the passage of time.
Kifer interprets these results as support for the theory that changes in
achievement cause changes in self-concept; and Bloom, after cautioning us,
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FIGURE 1
ACADEMIC SEE PCONCEPT MEAN SCORES FOR SLCCESsFut AND UNSUCCFSSFUI. STUDENTS

Successful Students

i

Unsuccessful Students

1.2 1.4 1.6 1.8

Years of Successful and Unsuciessful School Experience

SOURCE: Edward Kik,. "The Effects of School Achievement on the Affective Traits of the Learner."
paper piesented at the Annual Conference of the American Educational Research Association. New
Orleans. 1973. Copyright ID 1973. Printed with permission.

states ". . . the evidence provided by this study strongly implies that self-
concept of ability is in large part dependent on students' petceptions of their
relative achievement (teachers' marks) over these critical years in the
elementary-junior high school period" (14). .

Other researchers (29) came to a similar conclusion after
reanalyzing the data of a longitudinal study conducted by Brookover and his
associates. Using a specialized statistical technique called cross-lagged panel
correlation, they performed a secondary analysis of self-concept of ability
scores for over 550 eighth through twelfth graders and concluded:

The results are clearly more supportive of a skill
development model in which academic achievement is causally
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predominant ovet self-concept of ability as well as perceived
evaluation of others, rather than a two-stage self enhancement model
in which perceived evaluation of others is causally predominant over
self-concept of ability, which in turn is causally predominant over
academic achievement. Apparently, adolescents' performance in
school more often affects their self-concept of ability and their
perception of others" assessment of ability leads to changes in self-
concept of ability, which in turn leads to changes in academic
performance. (29)

Further evidence M support of the skill development model can be
found in three additional studies. Researchers working with seventh graders
reported that students who were told that they failed an academic test
tended to regard themselves less highly than others (14). Another
investigator, using a similar methodology told half the members of a group
that they had scored high on a self-concept test and the other half that they
had scored low (130). Scores on a subsequent personality scale revealed
that subjects who had been given a high test score rated themselves
significantly higher on selected personality traits than those who had been
given a low score. Although an achievement test was not used in this study,
it is fairly safe to hypothesize that because a rating of high or low was
assigned to the test results, the subjects reacted as they would to an
academic exercise. The third study used a mathematics test to explore the
effects of induced academic faibire On self-concept (28). After being
administered a mathematics test and one-half of a self-concept test, third
graders were assigned to one of two groups. Students in the first group were
told they scored very well on the mathematics test; those in the second
group were told they did poorly. Both groups were then given the second
half of the self-concept test. The results showed that the self-concepr scores
of the first group students who were told they did well did not
change, but the scores for the second group students who were told they
did poorly decreased.

Finally, additional support for the skill 'development model is
evident in the work of two investigators who conducted a fairly extensive
review of programs and strategies designed to improve achievement-by first
enhancing self-concept (147). Many of the programs reviewed were the
federally funded intervention programs in compensatory education, such as
Head Start, Follow Through, and Upward Bound. These researchers report
that their evaluation of the intervention programs generally failed to find a
causal relationship between self-concept changes and achievement and, after
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exploring alternative explanations, they concluded that the evidence favors
the skill development model.

These recent findings suggest that as we identify more effective
ways of improving the academic achievement of our students, we will
promote the enhancement of their self-concepts. Such evidence, however,
does not imply that this strategy is the only one to be employed to enhance
student self-concept. The studies just described focus only upon academic
self-concept. Other dimensions of the general self-concept are equally
important and deserve attention. And. clearly, the evidence does not rule
out the value of the self-enhancement model. Undoubtedly, a two-way street
operates between achievement and self-concept. Achievement leads to
higher self-concept and, in turn, higher self-concept leads to greater
achievement. In addition, a student's self-concept influences his/her
motivation to learn in the first place (6). if students do not feel good about
themselves generally and good about themselves specifically as learners, they

will lack the motivation to improve their performance in many school-
related activities. Therefore, it is important to identify a multitude of ways
to enhance our students' general self-concepts.

What additional strategies can be gleaned from the research
literature? One cluster of variables involves teacher behavior. As noted
earlier, Spaulding reported positive relationships between "socially-
integrative" and "leamer-supportive" teacher behaviors and student self-
concept (160). These behaviors included calm, accepting behavior,
attention to the learning task, and attentiveness to student needs.

Poris hypothesized that there was a relationship between ATI3's
(affective teacher behaviors) and student self-concept and divergent
production (132). She defined ATB's as (l ).involvement of students in goal
setting; (2) use of positive statements regarding students and the avoidance
of threat; (3) facilitation of values clarification; and experiences whereby
students can (4) experiment and evaluate; and (5) give and receive helpful
feedback to and from each other. Working with teachers of third through
sixth grade. Poris found partial support for all her hypotheses except peer
feedback. This study coupled with Spaulding's findings thus indicates that
as teachers develop or improve upon these specific types of behaviors, they
can anticipate improvement in student self-concept.

Teacher encouragement of self-evaluation and reinforcement is

another stratey that merits attention. The Felker study reports that students
with high self-concepts tend to make positive statements to themselves after
performing school tasks (63). it was hypothesized that if students could be
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taught to evaluate and reinforce themselves positively, they would develop
more positive self-concepts. To this end, the researchers designed a training
program to help teachers learn how to encourage self-evaluation and
reinforcement. The training was divided into five components, each
designed to promote development of a specific strategy: ( I ) Adults, Praise
Yourselves; (2) Teach Children to Praise Themselves; (3) Teach Children
to Praise Others; (4) Teach Children to Set Realistic Goals; and (5) Help
Childten Evaluate Realistically. The researchers report that students,
taught by teachers trained in the five components, developed higher self-
concepts and experienced less anxiety and fewer failures. A more recent
study reveals that the two most effective components for enhancing self-
concept are teacher self-praise and student praise of others (16).

Tutoring programs in which students tutor other students are often
proposed as a strategy for improving achievement and self-concept. The
empirical evidence presents a mixed picture of the outcomes of such
programs. Some programs purport to increase the achievement of the tutor,
some the tutee, and some both. The same holds true in the case of affective
outcomes, and, specifically, self-concept. The mixed results have been
attributed by certain researchers to the ..use of unscientific research
methodologies and the disregard for theoretical issues. These researchers
state, "Unless investigators in this area make a stronger attempt to draw
more directly upon the mainstream of psychological and educational theory,
it is likely that rutoring research will continue to be rather fragmented,
inconclusive, and noncumulative" (2). Nevertheless, descriptions of a few
exemplary programs warrant attention here.

Drawing upon the Lippitt and Lippitt cross-age tutoring model, the
Ontario-Montclair School District in California implemented a three-year
program in which seventh and eighth graders tutored low-achieving fourth
through sixth grade students in reading, mathematics, and language arts
(125). Tutoring involved 35-45 minute sessions, three times a week.
Results indicated that both tutors and tutees made academic gains, but
neither group showed significant self-concept improvement. Similar findings
were reported for a four-month compensatory program in which eighth
through twelfth grade volunteers worked with low-achieving second
through fifth grade students (120). Tutors and tutees made significant
academic gains over a control group, but neither group showed increased
self-concept scores.

The results of a study in which third and fourth grade students
tutored first and second graders in reading indicated that tutees, working
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with the tutors who had received specific reading instruction, showed
greater gains in reading and self-concept scores (70). Another study focused
on reading achievement and self-concept of second through fourth graders
tutored on a one-to-one basis by undergraduate education majors (162). Its
results indicated that, after ten weeks of instruction, tutees had not made
significant gains in reading, but had improved their self-concept in some
areas. Neither of these two investigations reports self-concept gains for the
tutors. Evaluations of the Youth Tutoring Youth (YTY) program, on the
other hand, report positive self-concept gains for both tutees and tutors
(123). The YTY program is designed to benefit academically disadvantaged
elementary and secondary school students, and the evaluation reveals that
participation in the program improved the reading skills and self-concepts of
both tutors and tutees.

Finally, two studies report self-concept gains for the tutor. The first
study investigated the effect of being a tutor on attitudes (181). One group
of low-achieving fifth and sixth graders received training and then tutored a
group of first grade students. A second group received training but did not
tutor, and a third group neither trained nor participated in tutoring
experiences. Results showed that tutors who were trained and subsequently
tutored first graders had significantly more positive attitudes toward self
and school than either of the control groups. Similar results were reported in
a study focusing on the unmotivated student (119). Poorly motivated
students selected to tutor younger unmotivated peers showed improved
motivation, self-concepts, and achievement as a result of the program.

These few examples suggest that the self-concepts of either the tutor
or tutee may be improved by cross-age tutoring programs. However, a
cautionary note is in order. A like number of studies can be identified in
which no self-concept gains were found for either participant. Therefore,
additional research is necessary before more exacting conclusions can be
formulated regarding the effects of peertutoring. The lack of negative
findings, however, suggests that tutoring ptograms may warrant attention as
a means for enhancing student self-concept.

Many strategies may have been developed specifically for self-
concept enhancement. The underlying premises of these strategies are that
attempts to improve self-concept necessitate infusing into the curriculum
activities purposely created with this goal in mind. An interesting, but
unfortunately unsuccessful, strategy involved teaching students skills-that
were believed to be valued by their peers (97). The researcher hypothesized
that special recognition by peers would result in improved self-concepts.
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Students were taught magic tricks that could be demonstrated to their
peers. Analysis of the results revealed no significant difference or gains in
self-concept scores for students who acquired the magic skills.

A much more elaborate self-concept enhancement strategy was
utilized with groups of third, fourth, and fifth' grade students (163). This
study concluded that because a multitude of factors interact and influence a
child's self-concept, a variety of effective strategies should be used in the
classroom. To this end, the researchers developed three Model strategy
programs. The first involved an entire class in which a subgroup of low self-
concept students had been identified. The second focused on giving special
attention to a subgroup of low self-concept students within a classroom. The
third matched a subgroup of low self-concept students with a similar group
of high self-concept peers.

Group One created Happiness Books, containing positive statements
by others. Each day students and teacher drew names and then entered a
positive statement in the Happiness Book concerning the person whose name
they had drawn. In Group Two, the subgroup was targeted for increased
positive feedback; and in Group Three, the matched subgroup participated
in one-hour group games such as thumb wrestling'. and "cooperative
squares." Results of the six-week study indicated that Group One, the total
class strategy, was mosr effective in improving self-concepts. in fact, the
self-concept scores improved for all students, lows and highs. The results
also showed that some students may need specialized help. It appears, then,
that all three strategies may be imporrant and useful in improving student
self-concept.

A strategy often proposed as a means to increased affective outcomes
is that of self-expression. The theory is that various forms of self-expression
will give students opportunities to reevaluate themselves and to gain greater
self-confidence in their abilities. For instance, puppetry is believed to
improve a child's self-concept (31); and the use of dance as such a medium
has been supported (173). Studies evaluating these strategies have reported
mixed results, with a majority reporting no significant self-concept gains.
The same holds true for other strategies. A creative dramatics program did
not show gains for secondary school students (127); but improved self-
concept was reported for second and fifth graders who participated in
creative drama exercises (52). One researcher suggesrs that a media
program in which students have an opportunity to develop their own
videotape production enhances self-concept development (126); .while
others report that a photographic enhancement program did not result in
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significant gains in sell-csteem scores (3). Thus. these results indicate a lack
of consensus on the value of self-expression strategies. But they do not rule
out their potential benefit, for in many cases the studies lack desired levels
of scientific objectivity, and results are based on brief treatment periods.

One strategy found to be effective in modifying behavior and
improving student self-concept is based on the postulate that if students had
an opportunity to view and examine their own behavior and that of others,
they would change their behavior in a positive direction (71). Using
videotape, fourth thtough sixth gtade students were encouraged to analyze
classroom behavior and patterns of interaction. It was found that the analysis
led to positive changes in self-concept, with the greatest gains in students
who were not videotaped themselves, but who participated in the viewing
and analysis of the behavior of peers.

In recent years, several commercially packaged affective education
programs have been marketed for use in the classroom, among which are
(I) the Human Development Program; (2) Developing Understanding of
Self and Others; and (3) Dimensions of Personality. Each of these three
programs has received considerable use in the classroom and a fair amount of

evaluation. After reviewing each of them, researchers conckded that these
programs have shown mixed results regarding enhancement of student self
concept ( 116 ).

Known by many as "Magic Circle," the Human Development
Program (HDP) was developed by Bessell and Palomares (12). This
program of materials and exercises is designed to improve student
interpersonal communications. Three of its objectives have been identified as
follows: "to help children to: (a) understand the similarities and differences
between themselves and others, (b) identify and properly use their own
abilities, and (c) recognize their role in social relationships" (116).

Two studies report no significant improvement in self-concept for
.fourth graders (56), and for second, fourth, and sixth grade students (45),
who had participated in HDP. Other investigators report that in a study
using HDP with grades one through three, the program did not improve the
self-esteem of students, and in fact the self-esteem of a control group,
students not exposed to HDP, increased more than the experimental group
(116). Another study involved three groups: one group used HDP for
thirteen weeks, a second group used it for twenty-five weeks, and a third
group did not use it (122). Results showed no significant differences.in
the self-esteem scores of the first and third groups. Significant gains were
found for the second group. Other studies reported that groups using HDP
for a relatively short period of time did not show significant self-esteem
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gains, but groups using HDP or alternative affective education programs for
longer periods of time did show significant gains in self-esteem satires
(164, 43).

Dinkrrieyeis Developing Understanding of Self and Others
(DUSO) (48) is designed to help young children understand the
consequences of their behavior and teach self-acceptance, decisionmaking,
and social responsibility. The program consists of matetials such as
storybooks, records, puppetry materials, and role-playing cards to be used
by students in problem situation cases. The purpose of the activities,
according to their developet, is "to help the child become more aware of the
relationships between himself, other people, and his needs and goals" (48).
In terms of empirical evidence, DUSO was reported not effective in
improving the self-concepts of fourth graders (133); and similar findings
were reported for second graders and first through third grade students
respectively (140, 112). However, one study reported that DUSO was
effective in increasing the social awareness of first graders (66), and another
reported improved self-images for primary grade students (183). Thus,
additional research is needed in order to determine with any assurance if
DUSO is effective in enhancing students' self-concepts.

The third program, Limbacher's Dimensions of Personality (DOP),
is designed to help students understand their motives and emotions (102).
This curriculum packet of materials has been described as designed "to
promote confidence, competence, cooperation, self-awareness, self-
understanding, and self-acceptance" (116). Activities include reading
passages and group discussions; and the teacher serves as facilitator as the
students explore their feelings and opinions. Little empirical evidence on the
effectiveness of the program has been reported, but the available data
appears to support the effectiveness of the program (116).....

Group counseling as a means to self-concept improvement is also a
strategy that has been employed with increased frequency in recent years.
Generally, this type of counseling is viewed as effective in helping students
explore their thoughts and emotions and thereby develop more realistic self-
images. For example, in a group counseling program developed for fourth
and fifth graders, the sessions focused on student concerns and interests
(128). The counselors were encouraged to create a supportive environment
in which students would feel free to share perceptions and emotions. Data
collected at the end of the program revealed that the participating students
showed greatest gains in the area of interpersonal relationships and gains on
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some self-concept dimensions. Another study involved two group counseling
models fot working with low self-concept elementary school students (51 ).
One was a verbal model and the other a play media model. Results showed
that the play media model was superior in imptoving students' self-
concepts.

With regard to high school age students, a nonditective group
counseling program was reported effective in helping students gain in
acceptance of self and others (18). The group counseling model was also
found to be effective in improving student self-concept, in a study that
concluded that the amount of improvement depends upon group congruence:
"If a student perceived the other group members, including the counselor, to
be genuine, accepting, and understanding, he has a better chance for personal
growth than if he were in a group offering a poorer relationship" (81).
Therefore, to be effective the composition of the group should be taken into
consideration when designing group counseling programs.

Finally, a. strategy which is beginning to attract the interest of
educators is the development of a parent-teacher partnership. As noted
earlier, parents continue to be viewed as "significant others" long into the
formal schooling years. It is logical to assume then that effotts directed at
helping parents improve their children's self-concepts should aid teachers in
similar efforts in the classroom. Unfortunately, there is at present far too
little evidence to validate this strategy. The most significant study was
conducted over a decade ago when Brookover and his associate tested three
different strategies for enhancing academic self-concept (20). Working with
approximately 50 low-achieving ninth graders, these tesearcbers developed
three types of experimental programs to impact the students' self-concept
and achievement. One method involved working with parents, a second
with a counselor, and the third with a university "expert." The counselor
and expert attempted to convey enhancing information directly to their
student groups, while the parent strategy entailed helping parents raise their
achievement expectations and evaluations of their children. The study
reported that the parent strategy was the only one of the three which was
successful in increasing academic self-concept and achievement. This strategy
was described as follows:

In this experiment the parents were told not to reward or reinforce
any negative statements their children might make about their
academic ability. They were told to avoid even such statements as
"Uncle Joe wasn't good in arithmetic either." The children were to

39

39



be constantly told in subtle fashion that they were able and ought ro
be better in school. Any positive statement of ability by the student
or any success in school was ro be rewarded with commendatory
remarks and support. (20)

Brookover suggests a key to the success of the strategy may have been
telling parents in the beginning that they were, in part, respon'sible for their
children's low academic self concepts and that they could be instrumental in
changing them. Whatever the key may be, this study demonstrates that
parents and teachers can form a partnership which will effectively lead to
improved student self-concept. Consequently, its findings should prompt us
to begin developing other partnership strategies for working with students.

In sum, this section has revealed that by improving the academic
achievement levels of students, we will in all likelihood improve their self-
concepts. By creating learner-supportive environments and exhibiting calm,
accepting behavior coupled with attention to the learning task, we can
expect ro see positive gains. In addition, by modeling self-praise and by
encouraging students to praise their peers, we facilitate positive self-concept
development. Tutoring programs, self-expression activities, and the use of
commercially developed affective education programs may also be effective
strategies. Group counseling programs, if properly designed, will benefit
self-concept; and parent-teacher partnership programs appear to hold great
potential for enhancing student self-concept.

THE TEACHER'S ROLE
IN SELF-CONCEPT
ENHANCEMENT

The preceding sections have considered the literature on self-concept
development. We have learned that such development begins very soon after
birth, and the early years are crucial to the development of a child's
generalized self-concept. We have learned what happens to the child's self-
image once he/she begins the formal schooling years, and what generally
happens to that child's self-concept as he/she progresses through the school
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years. We have also looked at the effects of self-concept development
strategies on the child. We have learned that certain strategies appear to be
effective in changing self-concepts M a positive way. The literature has made
it abundantly clear that, after parents. teachers may be the most important
"significant others" in the eyes of children. Bt their actions or inactions,
teachers determine in large measure whether a child will leave the schools
with a psychologically sound and positive self-concept or one psychologi-
cally damaged. Thus, we as teachers play a vital role in determining a child's
self-concept. It is important for us to become cognizant of this fact and to
consciously search for ways of building positive self-concepts in our
students. This section suggests some useful guidelines to employ in wotking
with students, and it hriefly describes some of the materials and strategies
to use in helping students develop stable, positive self-concepts.

What principles should guide the teacher's,actions in working with
students? First, "the prevention of negative selfconcepts is a vital first step
in teaching" (134). We have seen what may happen to a child's self-
concept in the school years. It decreases with repeated academic failure and
it is influenced by the type of classroom environment we create and project
to our students. Also, it is influenced by our perceptions of students and our
interactions with them. Correcting these practices would be good first
steps, and in so doing we would he building the foundation for more
positive actions.

The second and third principles concern teachers' beliefs. We have
noted that a teacher's self-concept is related to his/her students' self-
concepts. Accordingly, teachers who view themselves in a positive manner
will project these images to their'students and will provide valuable role
models for them. Teachers who have realistic conceptions of themselves.
who are accepting of themselves and others, and who accent their positive
attributes will help students make realistic assessments and begin to view
themselves in a positive light. Furthermore, how the teacher views his/her
students will have an impact on the students' self-coitept. We know that a
student's self-concept is influenced by the student's perception of the
teacher's feelings toward him /her, and we have learned that a teacher's
expectations are oftentimes transferred to the student. Thus, teachers who
view their students in a positive way and project favorable expectations
will promote positive self-concept development.

A fourth principle, and possihly the most important one, is that
teachers must plait for the self-concept development of their students. It
cannot be left to chance. We must plan for it just as we plan for the
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accomplishment of other student outcomes. We must identify ways to assess
student self-concept and develop activities to promote self-concept
enhancement. In essence, we must diagnose ptesent levels and implement
strategies that will lead to more positive outcomes:

The task of diagnosis and remediation for self-concept enhancement
doesn't differ from a teacher's intervention for diagnosing and
remediating any weakness found in school. With children who are
found to have an overall positive self-concept, there would be a
continued fostering of positive self-feelings, just as with children
who read well there are mote and more challenging books given
them to read. The key to any behavioral change, whether it be in the
cognitive or in the affective domain, is to diagnose children's
specific weaknesses or strengths and then to use appropriate
procedures to move them to more adequate levels of functioning.
(144)

Keeping these general principles in mind, let us turn to an
examination of diagnostic and intervention strategies we can utilize to
improve the self-concepts of our students.

Diagnosis of Student Self-Concept

How can we describe a student's self-concept? How can we
diagnose this construct called self-concept? Not very easily. By definition,
self-concept is ptivate, it is one's private image of oneself. It is based upon
self-perception and perceptions of others and it reflects out innermost
feelings. We cannot get inside someone's head and heart to see the self, so
we must rely on behavior. We must make inferences based upon overt
actions. Consequently, we are immediately faced with problems. As noted
earlier, for a variety of reasons a person may not wish to project a true self-
concept. Also, as observers of behavior we are limited by our perceptions
(134,144). We may not be trained observers and may misinterpret actions.
And our judgment may reflect our own biases. Biases may influence our
attempts at self-perception, and, unless we are aware of them, they are
likely to influence our judgments of others. We must be aware of these
problems in order not to oversimplify the task. Whenever possible we
should seek the help of trained specialists, but realistically we will have to
depend on our own observations many times. By recognizing the problem
and limitations faced, we place ourselves in a better position to exercise
caution and act accordingly.
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Given these guidelines, how should we proceed in diagnosing
student self-concept? 'Essentially, two methods are available: observation
and self-reporting. With observation we attempt to acquire an objective
picture of the student and his/her behavior. What should we include in the
picture?

In observing a person we usually begin with his appearance. We can
become aware of the clothes he wears and the way he wears them.
We can consider his height and weight, his posture, his grooming,
and his general cleanliness. We can take note of any physical
problems and his apparent state of health. Next we can take into
account his behavior his speech, his movements, his facial
expressions, his manners, his habits, and his reactions. We can be
particularly alert to fleeting dues which tell us how he relates to his
peer group and to adults, taking into account the things he seeks out
and the things he avoids, the way he reacts to success and to failure,
to approval and disapproval, and the way he spends his spare time.
From all these observations we gather the raw material which we
may use to draw inferences. (1.34)

In addition to this raw material, we can look for the presence or
absence of certain qualities. The following six questions may guide our
observations.

I. Does the learner make his own decisions (self-directed)?
2. Does the learner feel secure with himself?
3. Does the child have a positive attitude toward learning?
4. Does the child accept himself (race, ethnic)?
5. Is the learner able to deal with his inner conflicts?
6. Does the learner exhibit goal-oriented behavior? (174)

Certain characteristics may aid our observations of young children
(166). Table 2 describes these characteristics in terms of a positive and
negative self-concept. These characteristics could easily be used as items on
an observational. checklist which would provide teachers with a more
systematic means of developing a profile of individual students. A key point
to keep in mind is that the profile would need to be developed over an
extended time period. Single observations may reflect unique situations or
circumstances; they may not portray an accurate picture of a child's general
self-concept.
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TABLE 2
CHARACTERISTICS OF POSMVE AND NEGATIVE GLQBAL

SELF-CONCEPTS IN YOUNG CHILDREN

Child with Positive Self-Concept Child with Negative Self-Concept

Is unafraid of a new situation

Makes friends with other children easily

Experiments easily with new materials

Trusts his/het teacher even though he/she is a

stranger to him/her

Is cooperative and can usually follow reason-

able rules

Is largely responsibk kit controlling his/her
own behavior

Is creative. imaginative, and has his/her own

ideas

Talks freely and may have difficulty listening
to others because of eagerness to share his/

her experiences

Is independent and needs only a minimum
amount of help or directions from the
teacher

Seems for the must part to be a happy indi-
vidual

Seldom shows initiative

Relies on others for direction

Seldom enters new activities

Asks permission to do anything

Seldom shows spontaneity

Seldom enters new activities

Is possessive of objects

Talks very heck

is possessive of objects

Withdraws or aggresses and reacts with
signs of frustration

The Florida Key is a learner self-concept scale which may be
appropriate for use with students of all ages (135). It is designed to assist
teachers in evaluating a student's perception of himself/herself as a learner.
The scale is composed of questions which assess four dimensions:
( I ) Relating, (2) Asserting, ( 3) Investing, and (4) Coping. Through
observation and inference. teachers rate the student on each question along a

continuum from never to very often. The rating is determined by asking the
following questions:

Compared with othet students of the same age, does this student:

1. get along with other students?

2. get along with the teachers?

3. keep calm when things go wrong?

4. say good things about his/her school?

5. tell the truth about his/her school work?
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6. speak up for his/her own ideas?

7. offer to speak in front of the class?

8. offer to answer questions in class?

9. ask meaningful questions in class?

10. exhibit confidence in his/her school work?

11. persist in his/her school endeavors?

12. talk to others about his/her school work?

13. join in school activities?

14. seek out new things to do in school on his/her own?

15- offer to do extracurriculat work in school?

16. spend time helping others?

17. show an interest in others' work?

18. show interest in being a leader?

19. initiate school projects?

20. finish his/her school work?

21. pay attention to class activities?

22. do his/her school work carefully?

23. talk to teachers about personal concerns? (135)*

Other examples can be identified, but these few suggest some of the
characteristics teachers may want to look for in observations. Developing a
checklist or rating scale from the characteristics has the advantage of
providing a guide in observation and is also a systematic method of
collecting data. Other observation techniques include anecdotal records,
daily'diaries, and, possibly, analysis of student autobiographies. All can be
useful in making inferences about a student's self-concept if we recognize
their limitations.

A second method of diagnosing self-concept is by means of a self
reporting instrument. Such an instrument asks the student to tell about
his/her self-concept. As noted previously, the picture received will depend
upon what the student wants us to know about his/her self-concept.

William W. Purkey, Bob Cage, and William Graves, "The Florida Key: A Scale to Infer
Learner Self-Concept," Educational and Psychological Measuranna 33 (1973): 979-84.
Copyright 0 1973. Revised version reprinted by permission of the authors and publisher.
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Furthermore, several researchers, most notably Wylie (180), have found
that many self-reporting instruments lack desirable levels of validity and
reliability. This is especially true for instruments designed to be used with
very young childten. Nevettheless, these instruments can teveal much about
one's self-concept, and, with caution, may be used to make generalized
inferences: "In spite of their weaknesses and limitations, self-teports do
reveal characteristics of the self and are impottant to teachers. Used
sensitively in conjunction with other evidence, self-repotts give rich insights
into how the child sees himself and his work" (134).

Sources are available which give complete descriptions, and validity
and reliability data for many self-reporting instruments (152, 180). A brief
description of some widely used instruments follows.

40,

1. Thomas Self-Concept Values Test (Thomas)
The TSCVT measures fourteen self-value dimensions such as
sociability, ability, attractiveness, independence. The 14item
test is designed to be used with young children (4 to 6 years
old). HoweVer, some caution should be exercised in interpreting
test results given the problems of self-concept measurement in
young children. (168)

2. Self-Esteem Inventory (Coopersmith )
The 58-item scale was designed by the author to measure general
self, social self-peers. home-parents, and school-academic self, in
addition to self-esteem. It is worded to be used with children 8
to 10 years old but it has been used successfully with students in
grades three through twelve. (42)

3. Self-Concept of Ability Scale (Brookover)
The eight items contained in Form A are designed to measure
self-concept of general academic ability; and the eight items in
Form B are designed to measure self-perceptions of ability
regarding science, mathematics, social studies, and English. The
scale is most suitable for use with high-school-age students. (19)

4. Piers-Harris Children's Self-Concept Sc.ok (Piers and Harris)
The 80-item instrument measures general self-concept and may
be used for both research and diagnostic work. The simple
descriptive statements ate designed to measure 10 self-concept
dimensions and the scale is appropriate for use in grades three or
above. (131)

5. How I See Myself Seale (Gordon)
The HISM consists of 40 (elementary forms) or 42 (secondary
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form) items developed for use with children ages 3 to 12 years.
The scale has been found to measure five self-concept dimensions:
physical appearance, interpersonal, teachesnident, academic
ability, and autonomy. (78)

6. Self-Concept Inventory (Sears)
The revised 48-item scale is designed to measure nine self-
concept dimensions and general self-concept. This short,
descriptive phrase scale is best suited for use with students age
10 or older. (149)

When using self-teporting instruments, the following points should
be remembered:

1. Read the items to.very young students.

2. Stress that there are no right or wrong answers.

3. Administer the scale in a nonthreatening manner.

4. Maintain confidentiality of the results. (134)

Planning Strategies for Se lf-Coneept Development

After a careful diagnosis of students' self-concepts, the next task is
to plan ways to remediate any low ones and to enhance existing positive
ones. How can we best plan for these desired changes? One way is to
develop a checklist for periodic reference as we go about our daily activities.
Such a checklist might include a series of questions like the following:

Am I projecting an image that tells the student that I am here to
build, rather than to destroy, him as a person?

Doi let the student know that I am aware of and interested in him
as a unique person?

Do I convey my expectations and confidence that the student can
accomplish work, can learn, and is competent?

Do I provide well-defined standards of values, demands for
competence, and guidance toward solutions to problems?

When working with parents, do I enhance the academic
expectations and evaluations which they hold of their children's
ability?

By my behavior, do I serve as a model of authenticity for the student?
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Do I take every opportunity to esiablish a high degree of private or
semi-private communication with my students? (134)*

Additional questions suggested by the research reviewed earlier include the
following:

Do I encourage students to express their opinions and ideas?

Do I convey to students my concern and interest for their needs?

Do 1 exhibit a "businesslike and systematic" approach to the
learning tasks?

.....
Do I

_

exhibit enthusiasm for the learning tasks and in my classroom
interactions?

Do I interject humor into the classroom?

Do I make a concerted effort to interact with all of my students?

Do I encourage my students to praise their peers?

Do I et realistic and challenging expectations for my students?

These and similar questions can be used ro guide classroom activities and to
provide the basis for a teacher checklist. If we can answer a major part of
these questions in the affirmative, then we have set the stage for improving
our students' self-concepts.

In addition to these broad guidelines, several specific strategies can
be used effectively in the classroom. Many examples have been identified in
earlier parts of this book, but before reviewing some of them a few valuable
publications deserve mention.

Several books are available which teachers may find very useful as
they strive to improve student self-concept. Many offer activities that in one
way or another affect self-concept. Others suggest strategies through an
analysis and review of selected literature, and some describe specific
activities. Among the more widely known are the following:

1. Self-Concept ami School Achievement (Purkey)
The book describes the impact of the home environment on the
development of self, reviews the literature on the interrelation-
ships between academics and self-concept, and suggests
strategies teachers can use to build, and reinforce positive self-
concepts in students. (134)

* William Watson Purkey, ScIConcria And School Achievement. 0 1970, pp. 49-50. Reprinted
by permission of PrenticeHall, Inc Englewood Cliffs, NJ.
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2. Enhancing Self-Concept in Early Childhood (Samuels)
The author describes the theoretical and empirical literature on
self-concept development in very young children and presents
practical suggestions for enhancing self-concept. An annotated
bibliography lists resources teachers and parents will find useful
in working with young children. (144)

3. Building Positive Self-Concepts (Felker)
This book traces the development of self-concept from infancy
through adolescence and describes strategies teachers and parents
can use to enhance self-concept and self-esteem, and correct
negative ones. A specific action program found to be effective by
the author is discussed in considerable detail. (62)

4. Teacher Behavior and Pupil Self-Concept (Kash and Borich)
The book describes and analyzes a large number of studies and
programs designed to enhance different aspects of a student's
general self-concept, placing its primary emphasis on teacher
behaviors. The authors also suggest ways to improve the
programs and develop more appropriate teacher behaviors. (93)

5. Otte Hundred Ways to Enhance Self-Concept in the Classroom: A
Handbook for Teachers and Parents (Canfield and 'Wells)
As the title suggests, this book contains 100 activities teachers
and parents can use to enhance self-concept.. The activities are
described in detail, and although most are designed for use with
young children, many can be used in the upper grades with only
minor modifications necessary. Readers will also find the
annotated bibliography of resources beneficial in locating
additional materials and activities. (30)

Regarding strategies described earlier, the reader is reminded that
researchers have repeatedly found a direct relationship between achievement
and self-concept. Moreover, the most recent research in this area has resulted
in additonal evidence supporting the claim that improvements in
achievement will lead to more positive self-concepts. Considerable
attention has been directed to the identification of teaching variables and
strategies that will increase academic achievement. Several variables found
ro be effective are ( I) use of praise, (2) use of pupil ideas, (3) frequent
questioning, ( 4) review exercises, (5) clear presentations and questions,
(6) teacher enthusiasm, (7) increased time on task, and (8) direct
instruction (156).
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The variable of direct instruction deserves special attention. It has
been defined as follows:

. . . teachers maintaining a strong academic focus with encourage-
ment and concern for the academic progress of each student; teacher,
rather than student, selection of activities; grouping of students into
small and large groups for instruction; and using factual questions
and controlled practice in teacher-led groups. (137)

Some researchers indicate that direct instructional techniques are effective in
increasing achievement (137). Another study concurs but adds that the
impact of the techniques varies with grade level and student ability level
(22). Thus, teachers who utilize these strategies will produce achivement
gains and promote improved self-concept in their students.

Related to these findings regarding direct instruction is the work of
two groups of investigators who have developed instructional manuals to be
used by teachers for improving student reading and mathematics
achievement respectively (24, 75). The manuals give guidelines and
suggestions that the teacher may employ in the classroom. Experimental
studies have shown that teachers who used the manuals have increased the
achievement levels of their students (5, 76).

Mastery learning has also been proposed as a means to improve
achievement and self-concept (13). This strategy is based upon the premise
that all students can attain a high level of competence if, among other things,
their learning difficulties are correctly and systematically identified and
appropriate action is taken, sufficient time is allowed for mastery, and the
criterion of Mastery is clearly stated. Also essential to mastery learning is the
development of learning units manageable units that the student can
master and in so doing, increase his/her competence and confidence as a
learner. Bloom claims, and there is empirical evidence to support the claim,
that by applying mastery learning concepts to the curriculum, students will
make not only cognitive gains, but also affective gains (13, 14).

Other strategies for enhancing self-concept are discernible from the
research literature. Many have been described in previous sections, but a few
merit at least a brief recapping.

One such strategy is the use of praise. As has been mentioned,
teacher praise of students is related to achievement and self-concept
development. Felker's work reveals that teacher self-praise and peer praise
are also instrumental in producing more positive self-images. Felker cautions
that these types of praise are difficult to develop and that results will not
be visible in the beginning, but continued practice will result in positive
gains (62).

50



A variation of peer verbal praise is the idea of a Happiness Book
described earlier (163). Both students and teacher make positive statements
about each other. This encourages everyone to focus on the best_qualities of
an individual and has an advantage over verbal praise in that the individual
has a written account that can be referred to periodically.

A third strategy that appears to enhance self-concept is that of self-
evaluation. The general self-concept is fairly stable and resistant to change.
Through self-evaluation we can help students to see themselves more
objectively and to identify behaviors they desire to change. Videotaping and
analysis have been found to be particularly good for self-evaluation (71). To
a lesser degree audiotaping should work. Considering Felker's work (62),
it might prove beneficial for the teacher to model self-evaluation by taping
classroom lessons and discussing them with students. By modeling desired
behavior. the teacher would be setting the stage for similar student
activities.

Teachers may also wish to consider using commercially available
affective education programs. Evidence indicates that they can be effective
in improving students' interpersonal relationships and self-esteem. No
'particular program is more effective than others, but as the research shows,
the key to success may be extended use. Short-term usage, generally less than
'six weeks. will probably not produce desired results. Longer periods of
exposure will allow time for growth and signal students that the teacher
believes it to be an important component of the curriculum and an important
part of their development.

Finally, a strategy that deserves much more attention is the
cultivation of better parent-teacher partnerships. Parents continue to plai a
critical role in their children's self-concept development long after they
become our students. TO put it in negative terms for a moment, parents can
undo very quickly all our best plans for enhancing self. On the other hand,
by working together in a partnership, parents and teachers can help students
develop realistic self-images. By raising their own expectations and creating
a home-school environment which encourages students to reach those
expectations, parents and teachers can effectively bring about changes. This
requires teachers to open up their classrooms to parents, and in many cases it
will require teachers to take the initiative in building the bonds with
parents. Clearly it is worth the effort to attempt to bring together the two
most "significant other groups children have for, the expressed purpose of
enhancing their self-concepts.
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CONCLUSION

,..-......

In summary, this publication began by pointing out the importance
assigned to the development of positive self-concepts in children. It
described the early development of self and general self-concept and then
focused attention on the impact of schools in general and teachers in
particular on the self-images of youth. A review of the research evidence
disclosed that the impact can be a negative one; but we also found that when
we make a concetted effort to bting about positive changes, we succeed in
many cases. Additional tesearch is needed in many arms, however. There is a
great need for a more comprehensive undetstanding of the construct 'self-
concept'. We need to know how it develops, what influences it, .how it
changes, and how we can measure the changes. Furthermore, we need a great

deal more action research to help us identify effective change strategies.
This book has attempted to present a brief statement of the att, and

as we await the additional research, it is hoped that its pages have given the
teadet some insights and suggestions for meeting the challenge of educating

the whole child.
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Throughout out history personal goals, including self-concept de-
velopment, have been an educational objective in addition to academic,
vocational, social, and civic goals. Despite economic and social shifts and
changing educational emphases, recent surveys reaffitm continuing public
support for the personal and social development of students as a basic
educational goal.

This book in NEA's Analysis and Action Series presents a concise
and thorough review of recent research findings in"the area of self-concept
development, together with a comprehensive bibliography. Among the
topics discussed are early self-concept development, schooling and self-
concept development, and the teachet's role in self-concept enhancement.
Designed specifieall, for the classroom teacher, the book contains many
practical suggestions gleaned ftom the research which will aid teachers at all
levels in developing and enhancing positive self-concepts in their students.

Early readers found the manuscript ". . . wcll organized, easy to
read, comprehensible . . . provided valuablc resources through its bibliog-
raphy and strategies . . ."; ". . . will prove helpful to those educators
interested in the most recent findings regarding self-concept its
development, its relationship to student/teacher interaction, and strategies
for the enhancement. of self-concept . . ."; ". . . an excellent presenta-
tion. . . . the author offers a serious and complex topic in a readable and
well-structured study."
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