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C H A P T E R 

-^ ' 

^ ' 

INTRODUCTION 

^^^^ 

The self-concept is an integral part of the human 

identity. All learning experiences are modified and af

fected by the self-concept. As Maltz wrote: 

The most important psychologic discovery of this 
century is the discovery of the "self-image." 
Whether we realize it or not each of us carries _ 
about with us a mental blueprint or picture of 
ourselves. It has been built up from our own be
liefs about ourselves. But most of these beliefs 
about ourselves have unconsciously been formed 
from our past experiences, our successes and fail
ures, our humiliations, our triumphs, and the way 
other people have reacted to us, especially in 
early childhood."^ 

In the last twenty years psychologists and educators 

alike have probed, measured, observed, hypothesized, sum

marized, tested, experimented with, and written about every 

known facet of self-concept. 'A study of the literature may 

lead to the assumption that self-concept is the single most 

important aspect of human potential. Indeed, the antecedent 

for individual responses is the self-concept.^ The child's 

^Maxwell Maltz, Psycho-Cybernetics (Englewood Cliffs, 
N.J.: Prentice-Hall, 1965), p. 2, 

^Bert I. Greene and Wallace D, Labenne, Educational 
Implications of Self-Concept Theory (Pacific Palisades, 
Calif.: Goodyear Publishing Company, Inc., 1969), p. 2. 
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perception of himself as a learner appears to be even more 

significant than his intelligence. According to Combs, 

"intelligence itself is a function of a person's self-

concept . M 3 

As educational goals of the Seventies become more 

viable than those of the past, schools are beginning to 

understand the implications of the psychological dynamics 

of positive self-concept, Experts in curriculum and in

struction are translating this acknowledgment into pro

grams which recognize that 

A child brings his self-concept with him--he doesn't 
park it at the door; whatever we do affects his self-
concept, even when we are teaching him mathematics, 
languages, or how to roller skate. If the self-
concept is as important as psychologists are telling 
us today, then you and I must pay attention to it. 
The laws of learning cannot be suspended because 
they are inconvenient --they go right on in spite of 
us. We need to ask ourselves, "What are we teachingf^ 

However, it is not enough for the classroom teacher to 

evaluate his teaching skills and give testimony to the idea 

that "every good experience a person is given is given him 

forever."^ The teacher must plan methods and materials 

that are aligned with the psychological realities of the 

^Arthur W. Combs, "New Concepts of Human Potentials: 
New Challenge for Teachers," Childhood Education, XLVII 
(April, 1971), 352, 

^Ibid., p. 353. 

^Ibid.. p. 354, 



child. Attention to the development of an adequate self-

concept is among the priorities that should guide a teacher 

in planning a program designed to meet the needs of each 

child. 

Educational research is showing how people behave in 

terms of their seIf-concept . This research is providing 

classroom teachers with an understanding of the power of 

the self-concept and with directions to design programs 

for the development of adequate seIf- concepts. The actual 

implementation of plans to help a child develop an adequate 

self-concept depends to a great extent upon each classroom > 

teacher's philosophy, skills, and innovative ideas. It is 

certain ,/_however, that the "individual teacher can play a 

great role in enabling a child to gain a more positive and 

realistic view of self. "6 

In August , 1970, pub l i c school k i n d e r g a r t e n s for edu

c a t i o n a l l y and economica l ly d i sadvantaged 5 y e a r - o l d c h i l 

dren were i n i t i a t e d in Lubbock, Texas . Twenty-six k i n d e r 

g a r t e n c lassrooms were opened in seventeen e lementary 

schools a c r o s s the c i t y . 

During i n - s e r v i c e meet ings he ld throughout the school 

y e a r , k i n d e r g a r t e n t e a c h e r s were exhor ted by a d m i n i s t r a t o r s 

®Helen Davidson and Gerhard Lang, " C h i l d r e n ' s Pe rcep 
t i o n s of Their T e a c h e r ' s F e e l i n g s Toward Them, Rela ted t o 
S e I f - P e r c e p t i o n , School Achievement, and B e h a v i o r , " J o u r n a l 
of Exper imenta l Educa t i on , XXIX ( i 9 6 0 ) , 107-18. 



and the Primary Consultant to develop creative, innovative 

programs. The position of administrators could be summed 

up in this statement: "Somehow we have to recognize that 

every good experience is given forever--but somebody has 

to start,"''' That "start" was the inception of the planning 

and organization of a kindergarten program to improve the 

child's self-image by one teacher. This program was de

signed to diversify the approach to learning while concen

trating on a common focus--the development of an adequate 

self-concept. 

Problem 

The problem of this study was to develop, implement, 

and evaluate a structured three-month program to improve 

the self-concept of children in one kindergarten class at 

the Guadalupe Elementary School in Lubbock, Texas, 

An attempt was made to determine the direction of 

change, if any, in self-concept of students from pretest 

and posttest scores on Levin and Lafferty's scale, "The 

Measurement of Self Concept in Kindergarten Children,"® 

The pupils were first considered as one group, and then 

"^Corabs, "New Concepts of Human Behavior," p, 354. 

®Lucienne Y. Levin and J, Clayton Lafferty, The Mea
surement of Self Concept in Kindergarten Children (Livonia, 
Mich.; Research Concepts, 1967). 



they were considered in subgroups according to sex; number 

of children in each family; presence of either both parents 

in the home, or only the mother, grandmother, or legal 

guardian in the home. 

Hypotheses 

In order to accomplish the evaluation of the program, 

several statistical hypotheses were developed and tested. 

These hypotheses follow; 

1. There will be no significant difference in self-

concept of students as determined by pretest and posttest 

scores on Levin and Lafferty's scale, "The Measurement of 

Self Concept in Kindergarten Children," when considered as 

one combined group. 

2. There will be no significant difference in self-

concept of students as determined by pretest and posttest 

scores on Levin and Lafferty's scale, "The Measurement of 

Self Concept in Kindergarten Children," 

A. There will be no significant difference when 

the children are considered in subgroups ac

cording to sex, 

B. There will be no significant difference when 

the children are considered in subgroups ac

cording to the number of children in each 

family. 



C. There will be no significant difference when 

the children are considered in subgroups ac

cording to presence of both parents in the 

home, or only the mother, grandmother, or 

legal guardian in the home. 

Major Assumptions 

Two assumptions were basic to the evaluation portion 

of this study. The first assumption was that "The Measure

ment of Self Concept in Kindergarten Children" is a stan

dardized test instrument which is valid, reliable, and suf

ficiently sensitive to measure self-concepts of kindergarten 

children. This instrument was selected because it was 

planned solely for use with kindergarten children, it is 

inexpensive (only a manual is required), and it does not 

rely upon reading skills. 

The second assumption was that the test examiner is 

qualified to administer the test instrument-. The adminis

tration of the selected instrument requires no special 

preparation other than complete familiarity with materials 

to be used. 

Limitations 

The study was limited to one group of kindergarten 

children. The group of eighteen children was taught by 



one teacher, one aide, and two student teachers. Only data 

for those fourteen students who completed the entire group 

of pictures in "The Measurement of Self Concept in Kinder

garten Children" were included in the study. 

Measurement of change was limited to that which oc

curred between January 18 and April 27, 1971. 

This study was limited to the evaluation of change in 

pretest and posttest scores on "The Measurement of Self 

Concept in Kindergarten Children." 

In considering the limitations of a one-group pretest 

and posttest design, one must recognize that certain ex

traneous variables other than the experimental treatment 

may also produce changes in the dependent variable. Among 

these are: history--specific events occurring between the 

first and second measurement which may or may not be in 

the experimental setting; maturation--biological and psy

chological processes within the subjects due to the passage 

of time; and testing---the effects of the pretesting by it

self may serve as a learning experience influencing motiva

tion and attitudes,^ 

^Donald Thomas Campbell and Julian C. Stanley, "Exper
imental and Quasi-Experimental Designs for Research on 
Teaching," in Handbook of Research on Teaching, edited by 
N. L. Gage (Chicago: Rand McNally and Company, 1963), pp. 
173-74, 
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Definition of Self-Concept 

The components of self-concept, as delimited in this 

study, include the child's total appraisal of his physical 

appearance; his cultural background, values, and social f 

mores; his abilities; and his attitudes and beliefs which 

form the picture or image that the child perceives of him

self. ° The self-concept is this picture --view, or image--

with all its accrued meanings that the individual holds of 

himself as he engages in his various social roles and per

forms the necessary functions of living. 

The definition of self-concept as viewed in this study 

also includes the idea of self-consistency as determined 

by Lecky. "̂  The self-concept is, according to Lecky, "a uni

fied scheme of experience, and organization of values that 

are consistent with one another. t i l l The person's percep

tions of self become the principal force in human behavior. 

The child's behavior, in turn, is influenced by his efforts 

to maintain a sense of unity and consistency in a constantly 

changing environment. 

^°Hugh V. Perkins defines the self-concept in Human 
Development and Learning (Belmont, Calif.: Wadsworth Pub-
lishing Co., Inc., 1969), p. 198, as being "made up of the 
most highly differentiated perceptions, beliefs, feelings, 
attitudes, and values which the individual holds of or 
about himself." 

11 Prescott Lecky, Self-Consistency: A Theory of Per
sonality (n.p,: The Shoe String Press, 1961), p. 160. 



Procedures 

Design of the program.--Participants in the program 

included a group of eighteen kindergarten children and a 

staff of four adults. At the end of the program only four

teen of the original eighteen children remained in the 

group. The staff consisted of the author of this study, 

two student teachers from Texas Tech University, and a 

teacher-aide, 

Content of the program consisted of activities designed 

to meet the eight specific objectives for the three-month 

program. The activities were interdisciplinary in nature, 

and were designed specifically for improvement of the self-

concept . 

Evaluation of the program was based on pretest and 

posttest comparisons of scores obtained from "The Measure

ment of Self Concept in Kindergarten Children," 

Implementation of the program.--Daily instructional 

activities were designed for each child to meet the be-

haviorally stated objectives over a period of three months 

beginning in mid-January of 1971. Instructional activities 

were divided into three'categories: the basic activity 

which was teacher initiated and directed; the extension ac

tivity which was child directed and controlled; and the as

sessment activity which was teacher directed and designed 

to determine child mastery of the basic skills. The 
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curriculum included experiences for kindergarten children 

in the areas of the communicative arts, creative arts, 

social studies, science, literature, health, safety, and 

physical education. 

During the three month period, a series of eight 

drawings dealing with the self-concept was made by each 

child in accordance with the directions stated in "The 

Measurement of Self Concept in Kindergarten Children." 

Only the first and last of the drawings were used in the 

statistical evaluation portion of the study. 

Evaluation of the program.--"The Measurement of Self 

Concept in Kindergarten Children" was the instrument chosen 

to evaluate the change, if any, in the self-concept?of the 

group of children. This instrument is discussed fully in 

Chapter III. The manual includes information dealing with 

the curriculum of the kindergarten and integration of the 

scales, reliability and validity tables, as well as spe

cific directions for administration, illustrations and dis

cussions of drawings with case studies, and a review of 

the literature, 

"The Measurement of Self Concept in Kindergarten Chil

dren" was administered to students during the period of 

January 18-19, 1971, and April 27, 1971. The same examiner 

administered each part of the test during the entire three 

month period. 
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Analysis of the data was made for only the fourteen 

students who completed both the pretest and posttest. The 

data were checked and verified for use in the final analy

sis . 

An analysis of variance was used in testing the sta

tistical significance of a difference by the null hypothe

sis. In an analysis of variance, the t-test ratio based 

on an appropriate standard error of difference formula was 

selected to determine the significance of differences be

tween the means of the total group and of the subgroups. 1 2 

•̂ M̂ax D, Engelhart, Methods of Educational Research 
(Chicago: Rand McNally and Company, 1972), pp. 246-52. 



C H A P T E R I I 

REVIEW OF THE LITERATURE 

Historical Development of 
Self-Concept Theories 

Oh, let the self exalt itself, 
Not sink itself below; 
Self is the only friend of self. 
And self self's only foe. Anonymous 

From the time of the Homeric writings, man has made 

the distinction between the physical body and the psyche 

or self. The quest to understand the nature of the self 

musi have had its beginnings in early rituals such as those 

held at the Stonehenge. Even the most primitive religions 

of man were based upon the premise that man possessed 

some inner quality that responded to a supernatural force. 

During modern times this inner quality has come to be 

known as the self. 

A voluminous body of literature •"• dealing with the 

self has been written during the twentieth century, William 

James developed a theory of self that nudged the science of 

^In The Self Concept (Lincoln, Neb,: University of 
Nebraska Press, 1961) Ruth C. Wylie reviewed the empiri
cal studies pertaining to self-concept, most of vrhich 
have been made since 1949, Wylie lists more than 900 
references that have dealt /̂̂ ith some aspect of the self-
concept . 

12 
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psychology into the modern age. James distinguished be

tween the three classes of _mê  which included the spiritual, 

the material, and the social aspects of man. These three 

aspects equal "the sum total of all that he [the individualj 

can call his."^ The material me includes the individual's 

body, his possessions such as clothes and home, his family, 

and his works. The social me includes both the esteem and 

regard that the individual receives from others. The 

spiritual me includes the mental faculties and abilities 

of the individual.^ The _I is "that which at any given 

moment J^ conscious . , . the me_ is only one of the things 

of which it is conscious of.""^ 

Another leader during the early part of the century 

who developed a construct of self was Sigmund Freud.^ Ac

cording to Freud, the _I or the ego is one division of the 

mind whose tripartite construct also includes the l_d and 

the superego. 

Alfred Adler, an outstanding member of Freud's Psycho

analytic Society, came to disagree with the theories of 

^William James, Psychology: The Briefer Course, ed. 
by Gordon W. Allport (New York: Harper & Ro-:, 1961), p. 44. 

^Ibid., pp. 46-48. 

^Ibid., p. 62. 

^Sigmund Freud, The Ego and the Id (New York: W. W. 
Norton and Company, Inc., 1933). 
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Freud and developed his own school of thought known as 

Individual Psychology. AdjLe_r emphasized that behavior of 

the individual is motivated by the unity of the personal

ity or influenced by the "life style."^ 

Extensions of Freud's psychoanalytic theory of the 

mind were developed in the 1930's by the so-called ITeo-

Freudians which include Anna Freud, Erickson, and Hartman. "̂  

In contrast to the psychoanalytic school are the theories 

grounded in the social processes. Horney, Mead, Sullivan, 

and Fromm® are the major proponents of the school of self-

psychology. 

Horney's theory deals with the basic anxieties of 

the child. Anxieties develop if the child's security re

lationship with parents is disturbed or if the individual 

®C. Furtmuller, "Alfred Adler; A Biographical Essay," 
in Superiority and Social Interest; A Collection of Later 
Writings, ed. by H. L. Ansbacker and R. R. Ansbacker 
(Evanston. 111.: Northwestern University Press, 1964), 
p. 364. 

^Anna Freud, The Ego and the Mechanisms of Defense 
(New York: International Universities Press, Inc., 1946); 
Erik H. Erikson. Childhood and Society (New York: W. W. 
Norton and CompanjTJ Inc . , 1937); Henrich Hartmann, Ego 
Psychology and the Problem of Adaption (New York: Inter
national Universities Press, Inc., 1939). 

®Karen Horney, The Neurotic Personality of Our Times 
(New York: W. W. Norton and Company, Inc., 1937); George 
Mead, Mind, Self, and Society (Chicago: University of 
Chicago Press, 1934); Harry Stack Sullivan, The Inter
personal Theory of Psychiatry (New York: W. W. Norton and 
Company,1953); Erich Fromm, The Sane Society (New York: 
Holt, Rinehart and Winston, 1955). 
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"has experienced culturally determined difficulties in an 

accentuated form mostly through the medium of childhood 

experiences."^ According to Horney, ̂ ° the individual copes 

with his anxieties in three ways; "by moving toward people 

through the acts of compliance or love, by moving against 

people through power plays or aggression, and by moving 

away from people through acts of independence. 

Mead, -^-^ a social behaviorist, considers the self as 

an object of awareness as it learns to interact with other 

significant individuals in its environment. At birth, the 

individual possesses no concept of self but develops the 

concept through social interactions during life. The in

dividual develops multiple selves that are appropriate 

only for specific places and with certain individuals. 

Another behaviorist concerned with the development of 

self in relationship to the significant individuals in the 

child's environment is Sullivan.-"-^ According to Sullivan's 

theory, the individual develops basic attitudes of trust 

^Horney, The Neurotic Personality, p. 290. 

•'•'̂ Karen Horney, Our Inner Conflicts: A Constructive 
Theory of Neurosis (New York; W. W. Norton and Company, 
Inc., 1945), pp. 18-31. 

-̂••George Mead, The Social Psychology of George Herbert 
Mead, ed. by Ansel Strauss (Chicago; University of Chicago 
Press, 1956). 

12 Sullivan, Theory of Psychiatry, pp. 29-30. 
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or distrust in the early months of infancy. The self-

concepts of the early years are not unalterable, however, 

but can be modified by every experience throughout the 

individual's life .̂  These experiences are divided into 

three categories: the pretaxic--the feelings and sensa

tions of early infancy, the parataxic-- the casual rela

tionships generalized from interaction with other indi

viduals, and the syntaxic--the symbols of communication 

common to all men. 

Fromm considers man to be both separate and yet a 

part of nature because of the duality of his nature--that 

of being both an animal and a human being. Man has spe

cific needs, e.g., shelter, food, because he is an animal, 

Because he is a human being, other specific needs relate 

to society, e.g., identity, orientation, relationships. 

The society in which man can be at peace is one "in which 

man relates to man lovingly, in which he is rooted in 

bonds of brotherliness and solidar ity. "-̂ ^ 

A third school of self-concept theory has been 

postulated by Maslow, Rogers, and Combs and Snygg.^'^ The 

13 Fromm, The Sane Society, p. 362. 

-^"^Abraham H. Maslow, Motivation and Personality (New 
York: Harper and Row, 1954); Carl Rogers, Client-Centered 
Therapy; Its Current Practice, Implications and Theory 
(Boston; Houghton Mifflin Co., 1951); Arthur W. Combs and 
Donald Snygg, Individual Behavior (rev. ed. ; Nev̂  York: 
Harper and Row, 1959). 
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theory of these psychologists is that the individual is 

constantly striving toward seIf-actualization. Maslow, 

the first to use the phrase "self-actualization," devised 

a hierarchial grouping of the individual's five basic 

needs. In order of need are physiological, safety, love 

and belongingness, self-esteem, and the need of self-

actualization which can be met only after the first four 

are fulfilled.^^ 

Roger's theory of the "fully functioning person" is 

based on the idea of self as an explanatory concept and 

is phenoraenological in nature. The sum of all experiences 

constitutes the frame of reference of that person. The 

part of the phenomenal field that has become differentiated 

is known as the self. Rogers defines self-concept as "the 

organized, consistent conceptual gestalt composed of per

ceptions of the characteristics of the 'I' or 'me' and the 

perceptions of the relations of the 'I' or 'me' to others 

and to various aspects of life, together with the values 

attached to these perceptions. "IS 

^^Maslow, Motivation and Personality, pp. 80-106. 

^^Carl Rogers, "A Theory of Therapy, Personality, and 
Interpersonal Relationships, as Developed in the Client-
Centered Framework," in Psychology: A Study of a Science, 
Vol. Ill: Formulations of the Person and the Social Con
text, ed. by Sigmund Kock (New York; McGraw-Hill, 1959), 
p. 200, 
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The "adequate self" of Combs and Snygg follows closely 

Rogers' idea of the "fully functioning person." Combs and 

Snygg describe the concepts of self as "those more or less 

discrete perceptions of self which the individual regards 

ac part, or characteristic of his being. "-"̂  These feelings 

or perceptions of the individual in any particular moment 

directly influence the person's behavior. It is not the 

event itself but the individual's subjective experience of 

the event that determines the person's response. The self, 

then, is seen as both object and process, with behavior 

dependent upon perceptions. 

A survey of literature dealiag with the self reveals 

that the study of the self has developed into a broad, 

complex branch of psychology. The beginnings of man's 

effort to understand himself have been found in primitive 

religions. The search for an understanding of self has 

continued through the thousands of years of man's develop

ment. Literature is filled with attempts to define the 

self. It has not been until the twentieth century, how

ever, that the concept of self has been studied exten

sively and defined. Authorities such as James, Freud, 

Sullivan, Rogers, and Combs and Snygg have made major con

tributions to the understanding of the role that self-

concept plays in man's behavior. 

17 Combs and Snygg, Individual Behavior, p, 42, 
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Definitions of Self and Self-Concept 

The term seIf is a construct devised by psychologists 

to study the behavior of human beings. Self is not a spe 

cific substance or concrete, definable area of the human 

mind. Self is an abstract quality, a construct that can 

be measured only indirectly. In measuring and observing 

the behavior of an individual, one can infer what the in

dividual's self-concept may be.-^^ 

J 

The self, as viewed in this study, is considered to be 

both object and process. The self as described by the 

following psychologists is composed of certain basic com

ponents and has 'the ability to interact with its environ

ment. Three psychologists whose views are in agreement 

concerning the self are Warren, Sarbin, and Perkins. "̂ ^ 

Warren has defined the self "as an individual regarded 

as conscious of his own continuing identity and of his 

relationship to the environment. "^° Sarbin's^-"- definition 

•"-̂ Greene and Labenne, Educational Implications of 
Self-Concept, pp. 9-10. 

•"•̂ Howard G. Warren, ed.. Dictionary of Psychology 
(New York: Houghton Mifflin Co., 1934); Theodore R. 
Sarbin-, "Role Theory," in Handbook of Social Psychology, 
Vol. I; Theory and Method, ed. by Gardner Lindzey (Cam
bridge: Addison-Wesley Publishing Co., Inc., 1954), 
pp. 223-58; Perkins, Human Development and Learning, 
pp. 197-251. 

2 0 Warren, Dictionary of Psychology, p. 244. 

^Sarbin, "Role Theory," p. 244. 
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of self is essentially the same as Warren's when he writes 

that the self is what the person is and that changes of 

the self are due to its interaction with its environment. 

Perkins' description of the self differs but little; 

Self, in a sense, is that part of the individual that he 

consciously recognizes as himself--his sense of his own 

continuing identity and of his relationship to his environ-

v«^ ̂  4- " 2 2 

ment. 

Jersild expounds the theory that the self has the 

ability to change and yet to be stable. The self is "a 

composite of thoughts and feelings irhich constitute a per

son's awareness of his individual existence, his concep

tion of who and what he is. . . . The self is both constant 

and changeable."^^ 

Combs and Snygg's description of the phenomenal self 

is a concise summarization of the literature describing 

the self. The self is "not only the physical self but 

everything he [the individual] experiences as 'me' at 

that instant."2^ 

2 2 Perkins, Human Development and Learning, p. 198. 

^®Arthur Jersild, In Search of Self: An Exploration 
of the Role of the School in Promoting Self Understanding 
(Nevr York: Teachers College, Columbia University, 1962), 
pp. 9-10. 

2 4 Combs and Snygg, Individual Behavior, p. 44. 
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The term self-concept needs to be distinguished from 

that of the self. The seJLZ^c^ncej^ is the individual's 

picture or image of himself. It is the •QgjtLO.eived self 

with it^accrued meanings. The self-concept is the :pic-

"̂ Jî  -î to:t_jb he_ injd i y i dual h o Ids of h i m s eJLf̂ a she engages 

in̂  his various social roles and performs the necessary 

function-S of liv-ing. 

Perkins writes that "the self-concept is made up of 

the most highly differentiated perceptions, beliefs, feel

ings, attitudes, and values which the individual holds of 

or about himself."^^ 

Lecky extends the above description to include the 

idea of self-consistency. The self-concept is "a unified 

scheme of experience, an organization of values that are 

consistent with one another,"^^ 

In 1948, Raimy introduced the terra self-concept in 

relation to clinical work in psychology, Raimy's state

ment is, perhaps, the most succinct of all. The self-

concept is "the map which each person consults in order \ 

to understand himself, especially during moments of crisis 

or choice,"^^ 

^^Perkins, Human Development and Learning, p. 198. 

^^Lecky, Self-Consistency, p. 160. 

"̂̂ V. C. Raimy, "Self-reference in Counseling Inter
views," Journal of Consulting Psychology, XII (1948), 155. 
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Development of Self-Concept 

The importance of self-concept development in early 

childhood recently has become the concern of educators. 

Among the spokesmen is Gordon who has written this con

cerning the impact of an early self identity: 

The child's view of himself is not simply a mirror 
image of the external events which surround him in 
early life. From the very beginning it includes 
his own organism as it senses, feels, learns, and 
assigns meaning to these external stimuli. The 
child learns who he is from what happens to him, 
from the language that surrounds him, from the 
people who are dear to him, from the opportunities 
to deal with the objects and events in his immediate 
world, and from his own responses to the welter of 
stimuli. His self-esteem represents his unique 
organization of his own biological make-up, the 
evaluations made of him by significant adults, and 
his ovrn learning from-trial and manipulation and 
feed back from his world. Cognitive development is 
inseparable from personality development.^^ 

The growth of the child's seIf-concept, then, is tied in

extricably to his intellectual growth. Gordon has pointed 

out that the significant adults in the child's life are 

the ones -directly responsible for the shaping of that 

child's environment and the quality of that environment. 

"People are probably the most influential single element 

^ 

^®Ira J. Gordon, "The Beginnings of the Self; The 
Problems of the Nurturing Environment," Phi Delta Kappan, 
L (March, 1959), 376. 
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in the child's developing self-concept. They can either 

help and strengthen him or do irreparable damage."^^ 

Statements such as the above have not been made with

out careful analysis of studies concerning the nature of 

the relationship between young children and parents. One 

such study by Medinnus and Curtis^° shows a significant 

positive relationship between maternal seIf-acceptance and 

child acceptance. M£thers who reject themselves also tend 

to reject their children. The inference is that the be

ginnings of a healthy self-concept begin with a healthy 

relationship between the child and mother. 

Family life appears to be the foundation for the 

child's growth and development. If the child is in a 

positive environment he is able to grow toward self-hood. 

But there are additional aspects of the child's early life 

that directly influence the development of self-concept. 

Murphy, Diamond, and Jersild^-"- have hypothesized that a 

^^Harold G. Shane, "Social Experiences and Self-hood," 
Childhood Education, XXXIII (March, 1957), 297. 

^°Gene R. Medinnus and Floyd Curtis, "The Relation 
Between Maternal SeIf-Acceptance and Child-Acceptance," 
Journal of Consulting Psychology, XXVII (December, 1963), 
542-44. 

^-""Gardner Murphy, Personality: A Biosocial Approach 
(New York: Harper and Brothers, 1947); Soloinon Diamond, 
Personality and Temperament (New York: Harper and Brothers, 
1957 ); Arthur Jersild, The"Psychology of Adolescence (New 
York; Macmillan Co., 1957). 
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person's self-concept is influenced by his view of his 

physical appearance and physical abilities. Studies of 

body awareness, as they relate to self-concept, indicate 

that there is a significant relationship between self-

description and body description and ideal self and ideal 

body. Zion has postulated that "the security one has in 

one's body is related to the security with wnich one faces 

one's self and the world."^^ 

Secord and Jourard^^ in an appraisal of body cathexis 

and the self, found that evaluations of the body and the 

s^lf tend_t^o_Jbe the same. A low opinion of self is usually 

accompanied by a low opinion of the body and undue concern 

with pain, injury, or disease. Another finding of this 

study is that women reveal stronger feelings of both satis

faction and dissatisfaction with their bodies than do men. 

Studies indicate that educators are coming to the 

realization that they must deal with the child's total 

environment, an environment which exerts either a negative 

or positive influence on the child's seIf-concept. Studies 

show that a child's achievement in school is closely tied 

^^Leela C. Zion, "Body Concept as It Relates to 
Self-Concept," Research Quarterly, XXXVI (1965), 494. 

^^Paul F. Secord and Sidney M. Jourard, "The Ap
praisal of Body Cathexis and the Self," Journal of Con
sulting Psychology, XVII (October, 1953), 345-47. 
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to and often regulated by the individual's seIf- concept. 

Separate studies conducted by both Reeder and Roth®^ have 

demonstrated a positive relationship between the child's 

self-concept and his academic achievement. 

If developmental changes in the self-concept are un

derstood, educators can utilize the power of the self-

concept and its role in classroom performance. A child 

progresses through developmental stages of self in much 

the same way that he progresses through stages of congitive 

and physical growth. Ames^^ has identified some of these 

early stages in her work with nursery school children. 

Ames has shown that the child is primarily egocentric 

during the first two years of life, e.g., the grabbing 

and hoarding of toys and other objects in his environment. 

By the age of tx̂ ro and a half, the child exhibits a height

ened sense of self as shown by the formation of personal 

relationships with the teacher and classmates. At age 

four the child goes through a stage of bragging, an indica

tion that he is not completely sure of himself and that 

^^Thelma A. Reeder, "A Study of Some Relationships 
Between Level of Self-Concept, Academic Achievement, and 
Classroom Adjustment," Dissertation Abstracts,XV (1955), 
2472; Robert M. Roth, "The Role of Self-Concept in Achieve 
ment," Journal of Experimental Education, XXVII (June, 
1959), 265-81. 

^^Louise B. Ames, "The Sense of Self of Nursery 
School Children as Manifested by Their Verbal Behavior," 
Journal of Genetic Psychology, LXXXI (1952), 193-232. 



26 

his self-concept needs to be enhanced still more by satis

fying relationships with adults and other children. 

Bledsoe^^ studied the seIf- concepts of fourth and 

sixth grade boys and girls and found that at these levels 

girls have greater self-esteem than boys. He also found 

that there were significant positive correlations of self-

concept with intelligence and achievement for boys but not 

for girls. This would seem to indicate that boys perceive 

the traits and abilities measured by the intelligence and 

achievement tests as more important in their self-esteem 

than do girls. 

Perkins also studied fourth and sixth grade boys and 

girls and the influence of the following four factors upon 

perceptions of changes in children's seIf-concept; social-

emotional climate, teacher participation in an in-service 

child study program, teacher acceptance of self and others, 

and grade level. The findings of Perkins' study relative 

to changes in children's self-concepts are: 

1. The seIf-concepts and ideal selves of children 
become increasingly and significantly congruent 
through time. 

°^Joseph C. Bledsoe, "SeIf-Concepts of Children and 
Their Intelligence, Achievement, Interests, and Anxiety," 
Childhood Education, XLIII (March, 1967), 436-38. 
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2. The self-ideal self congruencies of girls gen
erally are significantly greater than those of 
boys. ^'^ 

An additional finding of this same study is that "teachers 

perceptions of children's self-concepts are in general 

positively and significantly related to these children's 

expressed seIf- concepts."^® 

According to Perkins, the self-concept can be used 

"as a psychological construct which enables teachers, 

counselors, parents, and others to achieve with training 

deeper understandings and insights into.the behavior and 

, \ 

development of children. "39 

After finding that changes in self-concept occur with 

maturity, Perkins theorized that "change in behavior cannot 

take place unless there is modification in his [the child's] 

self-concept. M 4 0 The self-concept is multifaceted and in

terwoven with the child's perceptions of everyday experi

ences. The self-concept is an emergent process in which 

'̂''Hugh V. Perkins, "Factors Influencing Change in 
Children's Self-Concepts," Child Development, XXIX (June, 
1958), 230. 

^®Hugh V. Perkins, "Teachers' and Peers' Perceptions 
of Children's Se If-Concept s ,'' Child Development, XXIX 
(June, 1958), 205. 

3 9 Ibid., p. 203. 

^°Hugh V, P e r k i n s , "Changing P e r c e p t i o n s of S e l f , " 
C h i l d h o o d E d u c a t i o n , XXXIV ( O c t o b e r , 1 9 5 7 ) , 82 . 
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"people with whom the child interacts . . . exert a per

vasive influence on formation and change of the self-

concept . '"̂ 1 

Perkins has shown the importance of understanding 

the development of the self-concept in children. He has 

issued a challenge that cannot be ignored by modern edu

cators . 

Schools must pr 
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Developm-ent of Programs Focusing 
Upon Self-Concept 

Rationale for Programs to improve the seIf-concept.-

"Coming to know oneself and coming to like oneself are 

perhaps the most important tasks in growing up.'' '• 43 This 

statement reverberates with implications for education of 

^^Ibid. 

4 2 Ibid., p. 84. 

^^Richard M. Brandt, "Children Who Know and Like Them
selves," Childhood Education, XXXIII (March, 195^), 29 9. 
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the 1970's. In planning programs that are relevant for 

all children, curriculum experts are beginning to design 

programs which emphasize the growth of self. Educators 

are planning more and more for experiences in which each 

child can be successful, "Experiences of success lead to 

expectations of success, and aspirations of success mirror 

these expectations. . . . The person with high self-esteem 

moves directly and realistically to-^ard his personal goals. 

Curriculum planners who are aware of the effects of high 

self-esteem can utilize such power effectively."^'^ 

Weikart's comments concerning the relationship of the 

curriculum, teaching, and learning are apt; 

\ 

"44 

Children profit from any curriculum that is based on^ 
a wide range of experiences and second, the success
ful curriculum guides the teacher in adapting theory 
to the actual behavior of children."^^ 

He states that the theory of the self-concept needs to be 

adapted universally in the classroom; ultimately major 

^^Annie L. Butler, "The Challenge of Young Children," 
Theory Into Practice, VIII (June, 1969), 162. 

^^Greene and Labenne, Educational Implications of 
Self-Concept, pp. 26-30. 

^^David P. Weikart, "Relationship of the Curriculum, 
Teaching, and Learning in Preschool Education" (paper given 
at the Hyman Blumberg Memorial Symposium on Research in 
Early Childhood Education, Baltimore, Md., February, 1971). 
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changes will take place in curriculum. Educat ional goals 

s_hou 1 d_be expanded to include the_ development of positive 

s_e_lf-concept. Teachers should feel free to select or mix 

any curriculum model which is compatible with their basic 

educational goals and the goals of the children they serve) 

A teacher should be able to say, "l do not have to wait 

for the curriculum; I am free to develop or employ any cur

riculum that I believe can be adapted to the needs of the 

children. tt 4 7 A teacher should be free to create a curricu

lum that enhances the development of each child's self-

c oncept. 

Description of programs focusing upon self-concept.--

Among the efforts to improve the child's self-concept is 

a study by Coopersmith"^® who conducted a program to deter

mine the school's effect upon the child's self-esteem. 

According to Coopersmith, the school situation can either 

hurt a student's self-esteem or equip the student with 

mechanisms to maintain his self-esteem at a high level. 

In addition, the development of high esteem is associated 

^"^Ibid. 

"^^Stanley Coopersmith, "implications of Studies on 
Self-Esteem for Educational Research and Practice" (paper 
given at meetings of American Educational Research Associ
ation, Los Angeles, Calif., February 6, 1969). 
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with the student's acceptance, vrith clearly defined limits 

and moderately high goals, and with respectful treatm-ent 

by others. SeIf-motivation is, in turn, derived from 

seeing oneself develop competency. Reasonable but early ? 

challenges in the schools can facilitate the development 

of high self-esteem. 

Among schools which have gained attention by their 

efforts to present early challenges to enhance the devel

opment of self-concept are the 5th City Preschool, the 

Amalgamated Day Care Center, and the AVCO Day Care Center, 

whose stated objectives are to provide strong emphasis 

upon developm.ent of the self-concept. These three child 

care centers have gained national attention in recent years 

because their programs are directed toward self-concept 

development. 

Operating in the poorest and worst of Chicago's black 

ghettos, the 5th Day Care Center works with 78 percent 

Negro and 22 percent Anglo children from infancy through 

kindergarten. This academically orientated program empha

sizes the development of the total child and concentrates 

on helping children to build a strong self-image.^® 

"^^U.S., Office of Economic Opportunity, National Cen
ter for Educational Communication, A Study in Child Care, 
"Life is Good, Right? Right!" by Brigid O'Farrell, Lay 
Care Programs Reprint Series (Washington, D.C.; Government 
Printing Office, 1970). 
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Another free child care center in Chicago, the Amal

gamated Day Care Center, operates under an independent 

trust established through the collective bargaining agree

ment between the Amalgamated Clothing Workers of America, 

AFL-CIO, and the employers of the garment industry. The 

objectives of this program are to provide intellectual and 

language development skills which v^ill enable pupils to 

succeed in the public schools of Chicago, Illinois. The 

program seeks to develop self-reliance and strong self-

image, and to present positive ethnic models and attitudes 

for the Black, Chicano, Puerto Rican, and Anglo children 

enrolled.^° 

A third program professing to develop a positive 

self-image, self-reliance, friendly interaction, and a 

flexible atmosphere is the AVCO Day Care Center in Boston. 

Founded by AVCO, a private industry, the center is organized 

to care for children from ages one through five. The en

rollment consists of 88 percent Negro and 12 percent Anglo 

children. 5 1 

^°U.S., Office of Economic Opportunity, National Cen
ter for Educational Communication, A Study in Child Care, 
"A Rolls-Royce of Day Care," by Brigid O'Farrell, Day Care 
Programs Reprint Series (Washington, D.C.; Ciovernment 
Printing Office, 1970). 

^•^U.S., Office of Economic Opportunity, National Cen
ter for Educational Communication, A Study in Child Care, 
"Hey, Georgie, Get Yourself Together," by Patricia Berg-
stein, Day Care Programs Reprint Series (Washington, D.C.: 
Government Printing Office, 1970). 
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The development of self-concept is one objective of 

the day care centers discussed above. At the time of this 

study, no testing, other forms of evaluation, or follow-up 

had been used to measure the effectiveness of these three 

programs. In order to determine the strengths and the 

weaknesses of programs to develop positive self-concept, 

scientifically controlled evaluations need to be made. 

During the late 1960's, several controlled studies were 

conducted to test the measurable effects of such programs. 

The results, so far, seem to indicate that significant 

changes can be measured in a child's self-concept. 

Nimnicht,^^ of the New Nursery School Project, was 

one of the first to measure the effectiveness of programs 

to develop positive self-concept s. The Nevr Nursery School 

was established to enable three and four year old Spanish 

surnamed, economically deprived children to improve self-

image, develop perceptual acuity, increase language facility, 

and improve problem solving and concept formation. The 

program operated for three hours a day. Evaluations were 

based on pre- and posttests of the New Nursery School 

children compared with pre- and posttests of middle class 

^ l / ^ / I. . •••/£ G 
J 

^^Glen Nimnicht, Part I, A Summary of the Evaluation 
of the Experimental Program for Deprived Children at the 
New Nursery School Using Some Experimental Measures. 
Interim Report. (Greeley, Colo.: Colorado State University, 
1967) . 
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children who also attended the program. The results indi

cated that the New Nursery School program did improve the 

self-iT:age of three and four year old children. 

Nortri"^ evaluated the New York City Pre-Kindergarten 

Program. The most significant finding of the program was 

the high level of pupil success in learning basic concepts 

and fundamental discriminations that were helpful in later 

grades. Approximately 9,200 children from poverty areas 

of the city were involved in activities planned for in

tellectual and self-concept growth. 

Boudreaux, Crovetto, and Fischer^^ conducted a study 

to determine whether a modified curriculum that affects 

kindergarten children's self-concept could be developed. 

A model kindergarten program was devised and tested. Re

sults of the evaluation indicate that innovations and 

changes introduced into the model were very effective. 

After an eight-month program the children demonstrated in

creased skill on motor-visual tasks, greater fluency in 

both vocabulary and oral communication, and an apparent 

avrareness of themselves and their peers. 

^^Robert D. North, Pre-Kindergarten Program, 1968-69: 
Evaluation Report for the Project (Brooklyn, N.Y.; New 
York City Board of Education, Psychological Corp., 1969). 

^"^Juliana Boudreaux, Lorraine Crovetto, and Anna 
Fischer, How He Sees Himself. Follow Up Study (New Orleans 
New Orleans Public Schools, 1968). 
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In a study of fourth through eighth grade children, 

Soares and Soares^^ found that at the end of a program to 

improve the seIf-concept, the disadvantaged children in 

the study tended to see themselves as independent, com

petent, patient, and deliberate. The advantaged students 

saw themselves as happy, self-confident, trusting, fear

less, and worthy. Despite the differences in self-images 

of the two groups, all students who were tested at the end 

of the study had a higher percentage of responses in the 

positive end of the continuum, indicating that disadvantaged 

children do not necessarily reveal negative personality 

traits in self-perceptions after being involved in programs 

to improve the seIf-concept. 

The effects which an ungraded elementary school has 

on the self-esteem of eight through twelve year-old chil

dren were studied by Purkey and Graves.^® The study ex

plored the innovative, learn-teaching system of an un

graded program based upon a humanistic approach. Success 

experiences for all students were stressed. Children in 

^^Anthony Soares and Louise M. Soares, A Comparative 
Study of the Self-images of Disadvantaged Children (Bridge
port, Conn.; Bridgeport University Press, 1969). 

^^William Graves and William Purkey, "SeIf-Percept ions 
of Students Enrolled in an Experimental Elementary School" 
(paper given at meetings of American Educational Research 
Association Convention, Minneapolis, Minn., March 2-6, 
1970). 
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the experim-ental school evidenced greater self-esteem tnan 

those in the control situation. As grade level increased, 

so did measured differences in self-esteem between the 

children in the two schools. 

A summation of intervention programs reveals that 

educators can affect the development of self-concept. It 

is apparent that with training, teachers, counselors, 

parents, and others can achieve deeper understanding and 

insights into the behavior and development of children. 

Numerous programs are being developed which advocate ex

periences to improve a child's seIf- concept, but few of 

the programs have been evaluated. Most of the programs, 

some of which are available commercially, have been de

veloped with the expenditure of large sums of money and 

with the staffing of many professionals to vrrite, to teach, 

and to evaluate the changes of self-concept. 

Commercial learning laboratories^® are being developed 

and distributed nationally. One widely acclaimed labora

tory is Developing Understanding of Self and Others (DUSO) 

^'^Perkins, " Teachers' and Peers' Perceptions," p, 203, 

^®The three commercial laboratories recently avail
able will probably be the forerunners of many to be de
veloped by educational publishing houses. The three labs 
include Understanding of Self and Others (Circle Pines, 
Minn.: American Guidance Service, Inc., 1971); Human 
Development Program (San Diego, Calif.; Human Development 
Training Institute, 1939), and FOCUS on Self Development 
(Chicago; Science Research Associates, Inc., 1972). 
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distributed by the American Guidance Service. The target 

audience of the kit is children from kindergarten to grade 

three. The content of DUSO includes activities designed 

for personality development and the understanding of social 

and emotional behavior. Major goals of the program are to 

develop positive self-image and to become aware of the re

lationship between self, other people, their needs and 

goals. A major weakness is that no tests nor other form 

of evaluation is provided to measure student progress. 

The Human Development Program developed by Bessell 

and Palomeres follows the same basic goals of DUSO. The 

content of this program is to provide activities to pro

mote an awareness of feeling and thought, a mastery of 

abilities, and the training and opportunities to use these 

abilities through social interaction. The program was 

developed for grades kindergarten through sixth. Evalu

ation is provided in the form of student observation charts 

dealing with the student's emotional growth, self-confidence, 

and self-awareness. 

A third commercial kit has been marketed by Science 

Research Associates, Incorporated, Aiming toward a target 

audience from kindergarten to grade three, the content con

sists of an audio-visual guidance program designed to bring 

out the child's ideas about self and others and to allow 

him to think about them and act upon them. No evaluation 
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instruments are provided to measure student progress in 

the kit. 

But even with the publication of such commercial kits, 

it remains for the great body of literature concerning the 

self-concept to filter down to the individual teacher. 

The teacher must utilize the power of the self-concept as 

an integral part of his teaching and curriculum. 



C H A P T E R I I I 

PROCEDURES USED IN EVALUATION OF THE PROGRAM 

Development and Implementation 
of the Program 

Philosophy and objectives.--The philosophy of the 

program had been set forth by the Bilingual Professional 

Staff in Bilingual Resource Handbook--Kindergarten in 

1970. The basic philosophy holds that each child devel

ops mentally, physically, socially, emotionally, and 

spiritually at his own rate of maturation. The curric

ulum should be planned to provide for experiences that 

develop habits, appreciations, attitudes, and ideals, 

as well as the knowledge and skills necessary for living 

successfully, usefully, and happily in our American 

democratic society. The school should also provide ex

periences to develop moral and spiritual values that 

are essential for a well-integrated personality satis

factory to one's own self and to society. 

^Lubbock Public Schools, Bilingual Resource Hand. 
book--Kindergarten--printed material (Lubbock, Tex.: 
Lubbock Public Schools, 1969-70), pp. iv-v. 

39 
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The following goals as defined by Widmer^ were also 

incorporated into the planning of a program to improve the 

self-image of kindergarten children: 

Development of feelings of trust in the teacher and 
other school personnel. 

Growth of curiosity about the physical and social 
environment. 

Development of receptive and expressive language 
skills--specifically vocabulary growth, verbal 
fluency, and spontaneity of expression. 

Clarification and expansion of concepts. 

Objectives for the three month program to improve the 

self-concept of kindergarten children were devised by the 

author of this study. The commitment to improve the 

child's self-concept was accompanied by a strategy to free 

teaching from unrealistic assumptions and expectations re

garding the selection of subject matter, when it should be 

covered, and how. The curriculum of the study included 

experiences for kindergarten children in the areas of the 

communicative arts, creative arts, social studies, science, 

literature, health, safety, and physical education. Each 

objective was interwoven with the others so that none was 

an isolated goal. Objectives were organized in such a man

ner that the child would have opportunities to grow in 

\ 

^Emmy Louise Widmer, The Critical Years: Early Child
hood Education at the Crossroads (Scranton, Penn.: Inter-
national Textbook Company, 1970), p. 159. 
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self-confidence because of opportunities to express him

self in a variety of situations and to achieve feelings of 

self-esteem gained through experiences of success. Cooper

ation in group living was to be at all times a fundamental 

element of the program. 

Eight specific objectives were set up for the three-

month program. These were interdisciplinary in nature, 

with all aimed directly toward the improvement of the 

child's self-concept. The objectives for each child were 

as follows; 

Knowledge of personal information 

Knowledge of general anatomy 

Ability to participate in activities of increasing 
difficulty in gross-motor and perceptual motor skills 

Ability to identify items of clothing and to state 
the general use of these items 

Knowledge of the family unit and the contributions 
he makes to the family group 

Knowledge and pride in the two cultures (Spanish and 
English) of his family 

Understanding of human emotions basic to all people 

Knowledge that the body is a growing, living organism. 

The eight objectives for the program were set up as 

basic skills stated in behavioral objectives for each child 

The skills selected were seen as progressing along a con

tinuum in which the child was constantly internalizing and 

reevaluating himself, his environment, and his experience. 
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Staffing.--The program was directed by the researcher. 

Two student teachers from Texas Tech University assisted 

during the morning hours. One teacher-aide worked the 

entire day with the teacher. Both the teacher and aide 

were bilingual. 

Physical environment and facilities.--The classroom 

utilized in this study had been renovated completely. The 

researcher arranged equipment within the room so there 

were areas designed for communicative arts, mathematics 

and science exploration, creative arts, food preparation, 

and housekeeping. A second room in the building contained 

physical education equipment and space for creative move

ment. An enclosed patio provided the opportunity for out

door play used primarily for creative dramatics. Large 

outdoor equipment was located across the street in the 

Guadalupe Neighborhood Park. 

Within the classroom were small round and rectanglar 

tables, multicolored chairs, a color television set, record 

player, tape recorder, overhead projector, housekeeping 

units, science and math materials, portable cabinets, 

large sink, art supplies, musical instruments, library 

books, and manipulative materials. The room was fully 

carpeted, but no funds were available for any type of air-

conditioning system. The multimedia library in the school 

contained filmstrips, records, books, projectors, and other 

audiovisual equipment which were available for use. The 
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total monies available for equipment, supplies, carpeting, 

and television amounted to approximately nine hundred dol

lars . 

Program of activities.--The kindergarten program was 

conducted for five days a week from 8:20 A.M. to 2:40 P.M. 

The daily schedule was extremely flexible, but time was 

allotted in approximately the following amounts: 

Opening activities 20 minutes 
Teacher and pupil planning of day's 

work 15 minutes 
Individual work and snack time 75 minutes 
Cleanup and evaluation 15 minutes 
Small group language and math ex

periences 60 minutes 
Physical education 20 minutes 
Storytime . , 15 minutes 
Rest time 35 minutes 
Outdoor play in park or patio 30 minutes 
Large group experiences 30 minutes 
Lunch 45 minutes 

The daily instructional activities were divided into 

three categories. The first category was that of the ba

sic activity which was teacher initiated and directed. 

The second instructional activity was the extension activ

ity designed to be child directed and controlled. The 

third type of activity consisted of the assessment activ

ity in which the child and the teacher worked in a one-to-

one relationship with the child demonstrating his mastery 

of the basic skills. In some instances the teacher eval

uated the child's competency through observation of small 

groups and recorded the behavior on a chart or record. 
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Considerable attention was given to assessxiient activities 

because of the author's belief that competency is a crit

ical component in a positive self-evaluation. It is, 

therefore, a necessary ingredient of the program that the 

child be aware of his success in performing age-appropriate 

tasks. 

It is natural in a self-awareness program to begin 

with the identification of the child and with the use of 

motor development activities to emphasize body parts and 

body control. Opportunities for achieving feelings of suc

cess while participating in motor and social activities 

were provided. Creative movement activities emphasized 

participation of the total body as well as control of the 

individual body parts. Vocabulary usage influencing direc

tionality and laterality was stressed. Locating, labeling, 

and discussing body parts and movement of these parts were 

integral parts of the motor development activities. Indi

vidual competencies and skills were recorded on a chart 

which was sent home to the parents at the end of the school 

year 

The discovery and the use of the five senses was an

other part of the program receiving major attention. Activ

ities were devised to utilize the sense of touch' through 

kinesthetic experiences and the use of vision and hearing 

through direct observation experiences. Experiments 
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concerning the perception of sound, taste, odor, sight, 

and touch were conducted throughout the program. 

In the area of communicative arts, activities were 

conducted in both Spanish and English. A variety of lan

guage activities included reciting poems, engaging in 

fingerplays, reading and telling stories, dramatizing 

stories and family roles, singing and participating in 

musical games, using musical instruments, discussing topics 

of concern to both child and teacher, and pantomining. The 

child's participation in such activities ranged from his 

individual actions to group work. 

Though the creative arts did not receive major empha

sis in the writing of the program objectives, numicrous cre

ative opportunities were available for the child. Art ex

periences- -e . g . , crayon-resist designing, crayon rubbings, 

papier m"ache modeling, finger-painting, sponge painting, 

tempera painting, clay modeling, paper sculpting, and mosaic 

designing--were designed to stress the child's feelings of 

self-satisfaction and success. 

In summation, program objectives were designed to help 

the child become aware of his identity, his physical and 

mental abilities, his cultural heritage, and his emotional 

behavior. The project was designed to provide a class of 

children with many opportunities to enhance the self-

concept. In setting up the program the author always sought 
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to provide a supportive, enriched, and stimulating environ

ment for eighteen kindergarten children. 

A complete description of the program objectives and 

instructional activities can be found in Chapter IV. Mate

rials used in the instructional activities can be found in 

the Appendix. 

Collection, Analysis, and Evaluation 
of the Data 

Description of the sample.--The city of Lubbock is 

located in northwestern Texas. In 1970 the population was 

approximately 164,500.^ At the time of this study the 

Lubbock Independent School District operated thirty-eight 

elementary schools, ten junior high schools, and five 

senior high schools. 

This study was carried out at the Guadalupe Elemientary 

School. Enrollment in the kindergarten program was limited 

to students who would attain the age of six years between 

September 1, 1970, and April 1, 1971, and must have been 

qualified also on an economically or educationally deprived 

basis. Originally there were eighteen children enrolled in 

the class. However, by April 27, 1971, only fourteen of 

^Texas Almanac and State Industrial Guide 1970-71 
(Dallas, Tex.; A.H. Belo Corporation, n.d.), p. 311. 
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the eighteen children remained in the program. All chil

dren had Spanish surnames and were native speakers of 

Spanish. 

Selection and description of the instrument.--"The 

Measurement of Self Concept in Kindergarten Children" by 

Levin and Lafferty has a number of advantages which were 

determining factors in its selection as the measuring in

strument for this study. Some of these advantages are as 

follows; 

It is an aid in helping teachers to understand more 
fully the children they teach. It is an objective 
instrument which should remove most of the subjec
tive feelings that a teacher may have about a child. 
It provides a scoring system to help teachers sharpen 
their skills in knowing what to look for in chil
dren's drawings. Most drawings have elements of 
self-evaluation and self-concept which can be incor
porated in the study of the child's total person
ality. "̂  

The detailed explanation of the scoring system is 

based on points assigned for significant body parts, size 

of figure, facial features, sex identification, impression, 

source of idea, diversity and combination, relationship to 

theme, movement, color, and factors in creativity. Each 

child is provided materials and instructions for drawing 

a picture that includes himself, and he is asked to draw 

a certain theme after the teacher has provided certain 

^Levin and Lafferty, Measurement of Self Concept, 
pp. 15-16, 
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types of stimuli. The sixteen drawings are divided into two 

categories; eight on self-concept, eight on nonself-

concept. For purposes of test design, only first and last 

(pretest and posttest scores) pictures were scored. 

Administering the test.--The investigator in this 

study administered the test to the pupils during the period 

of January 18-19, 1971, and April 27, 1971. Every precau

tion was taken to insure uniformity in test administration. 

The same examiner administered each part of the test during 

the entire three-month period. 

Scoring of tests and recording re suits.--The tests 

were hand scored by the investigator in this study. The 

tests were then scored separately by a second person, Kay 

Johnson, student-teacher, before the resulting information 

for each pupil was coded and recorded. 

Analyzing the data.--Since this study involved the 

change in self-concept as measured by pretest and posttest 

scores on "The Measurement of Self Concept in Kindergarten 

Children," only data for the students who completed both 

tests were included in the analysis. The data were checked 

and verified for use in the final analysis. 

An analysis of variance was used in testing the sta

tistical significance of a difference by the null hypothe

sis. In an analysis of variance, the t-test ratio based 

on an appropriate standard error of difference formula was 

selected to determine the significance of differences 



49 

between the means of the total group and of the subgroups. 

Because equivalent forms of the pretest and posttest were 

used, gains were computed through the use of the t-test. 

The 5 percent level was selected as being sufficiently 

rigorous for rejection of the null hypothesis. Thus, if 

the probability were five, or less than five, in one hundred 

that the observed difference, or one greater, could occur 

by chance, the hypothesis was rejected; if the observed 

difference were of such magnitude that it, or one greater, 

might occur more than five times in one hundred through 

the operation of chance factors, the null hypothesis was 

accepted. 

The size of t, or the significance ratio, that is 

necessary to determine whether or not an obtained differ

ence in means is larger than could be expected by chance 

in terms of the number of cases in the sample was obtained 

from a standard table of t-values for various degrees of 

freedom. 



C H A P T E R I V 

DESCRIPTION OF THE PROGRAM 

In January, 1971, the author of this study developed 

a set of objectives designed to improve the self-concept 

of a class of kindergarten children over a period of three 

months. The objectives of the program were interdisci

plinary in nature and included experiences for each child 

in the areas of the communicative arts, creative arts, 

social studies, science, literature, health, safety, and 

physical education. 

Because it has been pointed out that the significant 

adults in a child's life are directly responsible for the 

shaping of the child's environment and the quality of the 

environment, •"• the author of this study determined to pro

vide positive experiences that would give each child a 

wide variety of opportunities to become more aware of 

his identity. In writing the specific skills of the pro

gram, the main concern was to provide activities in which 

the child would become aware of his body, his immediate 

environment, and his role in that environment. 

^Gordon, "Beginnings of the Self," p. 376 
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Objective I 

To improve the self-concept by developing in the child 
knowledge of personal information 

Basic skills to be 
developed Instructional activities 

To recognize and to 
say his complete 
name 

Basic activity 

Teacher provides a pile of 5" X 7" full-
length photographs from which each child 
selects his o\m. The child describes 
himself and the activity in which he is 
engaged. The conversation is recorded 
on a tape which is replayed to the group 
the next day as the child shows his 
photograph. The teacher transcribes the 
description and attaches it along with 
the photograph and child's name on the 
bulletin board at the child's eye level. 

Extension activities 

Child attaches his name on a card to his 
chair, art work, crafts, locker, rest 
mat, cigar box containing personal items, 
etc. Each child wears a laminated name 
card around his neck. The card can be 
compared to the names on objects around 
the room. Child participates in matching 
opportunities provided during the program. 

Groups of four children play "Go Fishing" 
with name cards. 

Assessment activity 

Child selects his name from a stack of 
3" X 12" cards containing the names of 
all children in the class. He tells his 
name as he holds the card. 

To tell his birthdate, 
age, address, and 
parent s' name 

Basic activity 

Teacher constructs a large birthday-cake 
chart with names, ages, and birthdates. 
Class discusses birthdays and related 
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Objective I 

(continued) 

Basic s k i l l s t o be 
developed Ins t ruc t iona l a c t i v i t i e s 

activities. Teacher-aide works with each 
child to recall birthdate, age, address, 
parents' name. When child can tell these 
facts to aide, he is then able to record 
on tape the information to share with 
friends. 

Assessment activity 

Child tells age, birthdate, address, and 
parents' name. He puts gummed color circle 
in appropriate column of large chart with 
small photograph of each child, a house 
(address), birthday cake, and set of 
parents. The circle denotes mastery of 
these facts. 

To state character- Basic activities 
istics of his body: 

sex Teacher provides informal opportunities for 
color of hair each child to observe himself in front of 
color of eyes the bathroom mirror and to discuss his 
other distinguish- appearance with the teacher or students. 
ing features 

Teacher gives each child the duplicated 
figure of a boy or girl to discuss, color, 
and cut out. Children arrange the figures, 
and paste them on a long sheet of butcher 
paper. Children choose the title for the 
mural. 

Extension activities 

Child chooses tempera colors and paints 
self portrait on 18" x 22" inch paper. 

Child classifies the children into groups 
according to sex, color of hair, color of 
eyes, and other distinguishing features. 

Child learns to sing "A Song About Me." 
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Objective I 

(continued) 

Basic skills to be 
developed Instructional activities 

To discuss things Each child takes a turn classifying the 
that he likes and class. Other children gu.ess the system 
dislikes of classification. 

One child is secretly chosen to be "It" 
by the leader. The leader gives three 
clues by saying, "I am thinking about 
someone who. ..." The first child to 
guess"It" becomes the leader. 

Assessment activity 

Child describes himself performing various 
tasks as seen in color slides taken 
throughout the year. 

Basic activity 

Teacher provides small group and informal 
opportunities to discuss things the child 
likes and dislikes. Topics will include 
foods, pets, family activities, relation
ships with brother and sister, discipline 
at home and school, recreation, and rou
tines in the child's life. Discussions 
will be continued during the three month 
period. 

Extension activity 

Child compiles a 9" x.12" construction 
paper notebook containing topics that he 
has designated as favorite things. Pos
sible inclusion will be magazine pictures 
of foods, family activities, fun things 
to do, handprints made from fingerpaint, 
a copy of his photograph, and a drawing 
of his family and home. 

Assessment activity 

Child discusses likes and dislikes in his 
life and gives reasons for feeling this way, 
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Objective II 

To improve the self-concept by developing in the child 
knowledge of his general anatomy 

Basic skills to be 
developed Instructional activities 

To name and identify 
in Spanish and 
English the following 
body parts: 

la mano-hand 
la pierna-leg 
el brazo-arm 
el pie-foot 
la cabeza-head 
la boca-mouth 
el ojo-eye 
la nariz-nose 
el oldo-ear 
el cuello-neck 
la cara-face 
el diente-tooth 
el labio-lip 
la lengua-tongue 
la barba-chin 
el cuerpo-body 
el dedo-finger 
el pelo-hair 
el dedo-toe 
el hombro-shoulder 
la cintura-waist 
el tobillo-ankle 
la rodilla-knee 
el codo-elbow 

Basic activities 

Teacher traces around each child as he 
lies on large sheet of butcher paper. 
Child draws facial features and colors 
the clothing. Figures are cut out and 
taped to the wall. The class decides 
upon the name for the picture mural. 
Each child faces his cut-out figure and 
points to the body part as it is named. 

Teacher shows transparencies of a girl, 
boy, and body parts. Individual and 
group naming of body parts in both lan
guages is conducted for several days. 
Children take turns at pointing out 
features and calling on another child 
to name the parts. 

Teacher presents the following poems, 
finger plays, games and songs: 

"Jump, Jump" 
"Up and Down" 
"Five Little Soldiers" 
"Sleepy Fingers" 
"Ten Little Fingers" 
"Rest Your Hands" 
"Touch Them" 
"̂ ty Hands" 
"Abrdnlas, ci^rrenlas" 
"Palmas para aplaudir" 
"Mi carita" 
"Pulgarcito" 
"Este payacito" 
"Este, chiquito y bonito" 
"Looby-Loo" 
"One Day One Foot Kept Moving" 
"A Song About Me" 
"Where is Thumbkin?" 
"Finger Game" 
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Objective II 

(continued) 

Basic skills to be 
developed Instructional activities 

\ 

"Did You Ever See a Lassie?" 
"Viy Mother Sent Me Unto You" 
"Pobre Pedro" 
"Mira me t i t e r e " 
"Dance Around" 
"Car Song" 
" L e t ' s Dance" 
"Put Your Finger in the Air." 

Teacher constructs large charts showing 
pictures of various body parts. Label 
the parts. Arrange four charts in a 

7 >- sequence. Remove one chart while the 
'^\ children close their eyes. Ask them to 

name the chart that was removed. Arrange 
the charts in a one-two-three-four 
sequence. Rearrange order as children 
close eyes. Ask one child to put charts 
in original sequence. 

Teacher writes names of body parts on 
sentence strips for readiness activities 
for reading. The child matches strips 
to labels on the large charts. 

Extension activities 

( Child assembles the boy and girl manikins 
in the Peabody Language Kit. Two children 
work as a team. One child assembles 

'"'y, while the other names the body parts. 
One child hides a body part while the 
other guesses the missing part. One 
child incorrectly places a body part 
while the other must put the body part 
in its correct place. 

Children assemble the life-size puzzle 
of a boy dressed in swimming trunks. 

Children play "Simon Says"—"Simon Dice"--
to identify and touch body parts. 

/ ^ ^ 
; C 
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Objective II 

(continued) 

Basic skills to be 
developed Instructional activities 

Children lie on the floor with eyes 
closed and touch the body part as it is 
named by the teacher or a child. 

Child uses certain body parts to move 
designated objects to the front, behind, 
beside, around, over, under, and next to 
the body. 

Child makes a puzzle by pasting on card
board a full length picture of a person. 
He cuts it into pieces and stores it in 
an envelop with his name. 

Child draws around his hand and foot. 
He cuts these prints out and compares 
them with prints of other children. 
Children arrange the footprints from 
small to large. The footprints are 
pasted on butcher paper with the teacher 
designating that sizes range from small 
to large. Follow same procedure for 
handprints except arrange from large to 
small. 

Child models human bodies from clay. 

Assessment activities 

Child names and touches the body parts. 

Child names body parts on a card flashed 
by the teacher. The child keeps the cards 
correctly identified. Child keeps his 
score on a record sheet. The activity 
is repeated at ten day intervals until he 
names all parts correctly. Upon recogni
tion of all body parts, child takes the 
record sheet home to his parents. 
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Objective II 

(continued) 

Basic skills to be 
developed Instructional activities 

To discover and use Basic activity 
the five senses as a 
means of learning Teacher provides various opportunities 
more about the world for the child to close his eyes and 
around him describe what he feels, tastes, smells, 

and hears. 

Extens: n̂ activities 

Child identifies by touch such textures 
as hard, soft, smooth, rough, sharp, 
pointed, rounded. 

Child identifies by touch such common 
objects as coins, toys, rocks, nails, 
spoons, etc. 

Child identifies by sight the three-
dimensional shapes of sphere, cube, pyra
mid, and rectangular solid. 

Child matches by sight the two-dimensional 
shapes of circle, square, triangle, and 
rectangle with the three-dimensional shapes. 

Child identifies one sound as being louder 
than, or softer than; longer than, or 
shorter than; higher than, or lower than, 
another sound. 

Child states that certain objects do or 
do not have an odor. 

Child identifies groups of objects as 
having similar or different odors. 

Child states that liquids alike in 
appearance may not have the same odor 
or taste. 

Child distinguishes between certain foods 
as similar to, or different from, each 
other. 
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Objective II 

(continued) 

Basic skills to be 
developed Instructional activities 

Child identifies tastes that are sweet, 
sour, salty, bitter. 

Child makes up and records riddles about 
the five senses. 

Child participates in matching color 
game, "Parade of Colors." 

Assessment activity 

Children group a large number of cards 
containing pictures of the five organs 
of the sensory system. The cards are 
labeled with touch, sight, smell, hearing, 
and taste. Children discuss V7ays the 
senses help people and animals. They 
also discuss what would happen if some 
of the senses were lost. 

Children go outside as teacher screens 
a portion of the room. Teacher begins to 
pop com. Teacher-aide brings children 
to the door of the room where she blind
folds each child and asks them not to 
talk. Children are placed blindfolded 
in a semicircle. Teacher asks if they 
can tell what she is doing by using the 
five senses. Teacher asks them to smell, 
to listen, to touch a kernel, and to taste 
a popped piece of corn. The appropriate 
responses should lead to the answer that 
the teacher is popping com. Removal of 
the blindfolds will confirm that the 
children have used the five senses to 
infer that the teacher is popping com. 
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Objective III 

To improve the self-concept of the child through participation 
in activities of increasing difficulty in gross-motor 

and perceptual motor skills 

Basic skills to be 
developed Instructional activities 

To learn the basic 
locomotor movements: 

walk 
run 
jump 
hop 
gallop 
slide 
skip 
leap 

Basic activity 

Teacher uses hand drum, cymbal, and other 
instruments to involve children in move
ment activities. 

Extension activities 

Child participates in relays involving 
these movement skills. 

Child moves to even rhythmic beat. 

Child jumps in place with feet together. 

Child hops on large cutout shapes and 
calls name of the shape. 

Child walks on, or jumps over rope on the 
floor. 

Child crab walks under a rope twelve 
inches from the floor. 

Child hops in place, forward, backward. 

Child gallops as a horse in a circle 
movement. 

Child slides to rhythm. 

Child skips to rhythm. 

Child leaps to even rhythmic beat. 

Child walks with changes in speed. 

Child travels on different body parts 
while learning the use of general space 
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Objective III 

(continued) 

Basic skills to be 
developed Instructional activities 

Child travels on different body parts 
while changing speed and levels. 

Child handles a ball, balloon, rope, 
and papercup with different body parts. 

Child moves creatively to varying rhythm 
patterns beat on a dmm by the teacher. 

Child moves creatively to rhythm patterns 
made by various musical instruments. 

Child moves creatively to perform body 
patterns as teacher alternates between 
drum beat and cymbal tone. 

Child moves creatively to perform room 
patterns from the four comers of the 
room as he varies speed, level, direction, 
and type of locomotor movement. 

Assessment activity 

Child shows his mastery of skills during 
the three month program. Teacher notes 
type of skill mastered and date on in
dividual record sheet for each child. 

To learn game and Basic activity 
stunt skills: 

throw Teacher provides bean bags, yarn balls, 
cj'sa<[l basket, and mats. She leads child into 
gq^g^^ discovering various ways to handle and 
fgj_3_ control the equipment and his body in 
push and pull game situations. 

Extension activities 

Child uses a bean bag and yarn ball to 
throw at a target 
toss into a basket 
toss into the air and catch 
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Objective III 

(continued) 

Basic skills to be 
developed Instructional activities 

toss from one hand to the other 
place on head and walk slowly around 

the room 
throw into the air and clap hand be

fore object lands on the floor 
stand and throw as fast as possible 
place bag on floor, lift foot, kick 

for distance and accuracy. 

Child crawls through an obstacle course, 
across mats, in cross crawl position, in 
uncross crawl position. 

Child squats from standing, walking, run
ning, jumping, and skipping positions. 

Child falls from kneeling position. 

Child pushes and pulls imaginary objects 
of various sizes and weights. 

Child participates in various musical 
games and rhythmic activities. 

Assessment activity 

Child performs activities as listed above. 
Teacher records mastery of each skill on 
the child's individual record. 
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Objective IV 

To improve the self-concept by developing in the child the 
a b i l i t y to ident i fy items of clothing and to s t a t e 

the general use of these items 

Basic s k i l l s to be 
developed Ins t ruc t iona l a c t i v i t i e s 

To name and ident i fy 
in both Spanish and 
English the following 
items of clothing: 

l a camisa-shiii: 
e l zapato-shoe 
los pantalones-pants 
e l ves t ido-dress 
e l calcet ln-sock 
e l saco-coat 
e l abrigo-overcoat 
l a blusa-blouse 
l a f a lda - sk i r t 
l a gorra-cap 
e l sombrero-hat 

Basic ac t iv i ty 

Teacher provides materials and opportuni
ties for at least two weeks for the child 
to dress the Peabody Kit girl and boy 
manikin, to dress the boy and girl dolls, 
and to dress up in items of clothing 
available in the housekeeping center. 

Teacher asks the children to name the items 
of clothing the child is wearing each day. 
Child keeps a graph for a week to deter
mine the day he wears the largest number 
of items. 

Teacher provides flash cards with items 
of clothing. Teacher asks where the item 
is placed on the body and which sex wears 
the item. 

Teacher reads Pelle's New Suit and dis
cusses the way clothing is made in the 
story. 

Extension activities 

Children play with flash cards of clothing 
items. One child asks where the item is 
placed and which sex wears the item. 

Child closes his eyes as the cards that 
have been arranged in a sequence are 
mixed. Child puts cards in original 
order. 

Child names and identifies the articles 
of clothing shown on a transparency. 

Child plays "Bingo" with items of clothing 
on cards instead of numbers. 
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Objective IV 

(continued) 

Basic skills to be 
developed Instructional activities 

Child manipulates wooden frames with 
zipper, snaps, buttons, hook and loop, 
and laces to improve his ability to 
dress himself more efficiently. 

One child classifies the children into 
groups based on clothing categories. The 
child who guesses the basis of the 
classification gets to be the next leader. 
Categories will probably be by color, 
textures, and type, e.g., a group of ten
nis shoes, a group of boots, a group of 
sanda.ls. 

Assessment activities 

Child names items of clothing as illustrated 
by manikin set and flannel board cutouts. 

Child discusses why people wear clothes 
as teacher records his answers to be 
posted on the bulletin board. 

Child names and identifies items of clothing 
on a duplicated sheet. He colors, cuts, 
and pastes the identified items on girl 
and boy figures. Upon completion the 
child takes the pictures home to show to 
his parents. 
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Objective V 

To improve the self-concept by developing in the child knowledge 
of the family unit and the contributions he 

makes to the family group 

Basic skills to be 
developed Instructional activities 

To recognize that the 
family unit consists 
of father, mother, 
children (brothers 
and sisters) and that 
this unit extends out
ward to include grand
mother, grandfather, 
aunt, uncle, and cousin 

Basic activities 

Teacher reads the following books con
centrating on the family and vrays the 
members of the family help each other. 
The books will be used to initiate dis
cussions with the children. 

Daddy is Home 
The Snowy Day 
Make Way for Ducklings 

\ Blueberries for Sal 
Nobody Listens to Andrev; 
The Happy Birthday Present 
Let's Play House 

\ What Mary Jo Shared 
Thin Ice 
Bread and Jam for Frances 
Whist le for Wi l l i e 
Sam 
Big Sister and Little Sister 
Evan's Corner 
Papa Small-Papa Pequeflo 
"This Is My Family." 

Teacher presents the above stories through 
story telling, transparencies, records, 
tape recordings, and flannel board figures, 
Discussions will focus on events of the 
story, family relationships, and reasons 
the characters acted and felt as they did. 

Teacher provides informal opportunities 
for dramatic play in the housekeeping 
area. 

Teacher poses problem situations in which 
the children dramatize solutions, e.g.. 
Daddy promised to take the family to the 
park, but he has to work. What should 
the family do? 
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Objective V 

(continued) 

Basic skills to be 
developed Instructional activities 

•-f-L 

Child learns poem, "The Family." 

Assessment activity 

Child tells of activities that he enjoys 
V7ith his family. Child may choose to 
illustrate with a dravring. 

i 
Child names felt figures of mother, father, 
brother, sister, grandmother, grandfather. 
He then tells whether or not he has these 
members in his family and gives their 
names. 

To tell ways his 
family works and 
plays together 

Basic activity 

Teacher provides pictures of occupations in 
which the parents are engaged. 

Teacher reads A House for Everyone, Five 
Chinese Brothers, and Umbrella. 

Extension activities 

Child uses hand puppets to dramatize the 
various kinds of v7ork and play of the 
family. 

Child pantomines work activities. 

Child learns to sing and play "The Mul
berry Bush." 

Child collects magazine pictures of 
various occupations and describes the 
pictures. 

To help his family 
in a special way 

Basic activity 

Teacher records child's statements con
cerning ways he can help his father and 
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Objective V 

(continued) 

Basic skills to be 
developed Instructional activities 

mother, e.g., carry the trash, water the 
flowers, look after yoimger brother and 
sister, pick up toys. 

Extension activities 

Child dramatizes work of the parents. 

Child decides upon specific ways to help 
at home. Teacher records these ways. 
The child takes the list home to acquaint 
his parents v/ith the new responsibility 
that he is willing to accept. Parents 
keep a record for the child when he 
carries out the tasks. 

Assessment activities 

Children make up story about a family. 
Teacher uses paper figures to illustrate 
the story. Children point out the duties 
and responsibilities of the paper figure 
members and tell the ways that the family 
member can help at home. 

Children group paper people as families and 
tack the groups on the bulletin board. 
Children list ways families are similar and 
different. 
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Objective VI 

To improve the self-concept by developing in the child 
knowledge and pride in the two cultures (Spanish 

and English) of his family. 

Basic skills to be 
developed Instructional activities 

To recite nursery Basic activities 
rhymes in both 
languages Teacher presents through pictures, books, 

felt figures, and transparencies the 
following nursery rhymes: 

"Pesito--oesito-pesito" —"Hickory, 
Dickory, Dock" 

"Huevo, huevito" — "Humpty Dumpty" 
"A la plaza, a la plaza"--"To Market, 

To Market" 
"Chica Marica"--"Little Miss Muffet" 
"Paco, s^ listo"--"Jack, Be Nimble" 
"Juanillo Garcia'̂ --"Little Jack Sprat" 
"Momito Dormil6n"--"Wee Willie Winkie" 
"Tris-tras-tres" —"Rat-A-Tat-Tat" 
"Petra, llena de agua la olla"--

"Polly Put the Kettle on" 
"Habia una ancianita"--"There Was 

an Old Woman" 
"Michito, Michito"--"Pussy Cat, 

Pussy Cat" 
"Juan y Juana"--"Jack and Jill" 
"El dia que tii naciste"--"The Day 

That You Were Bom" 
"Mi tambor"--"% Drum" 
"El barquito"--"The Little Boat" 
"Pescadito"--"Little Fish." 

Assessment activities 

Child recites individually or in a small 
group the nursery rhymes. 

To listen to and Basic activities 
to retell stories 
in both languages Teacher presents the following stories 

through the use of felt figures, puppets, 
pictures, and books: 

"La gallina roja"--"The Little Red 
Hen" 

Gilberto and the Wind 
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Objective VI 

(continued) 

Basic skills to be 
developed Ins t ruc t iona l a c t i v i t i e s 

"Caperucita r o j a " - - "L i t t l e Red 
Riding Hood" 

"El p a t i t o feo"--"The Ugly Duckling" 
"El gato con botas"--"Puss in Boots" 
"Los t r e s osos"--"The Three Bears" 
"Los t r e s cochinitos"--The Three 

L i t t l e Pigs." 

Assessment activities 

Child dramatizes the stories in both 
languages and acts out the part with which 
he is most comfortable. 

Child retells and puts into proper sequence 
picture story strips. 

To prepare and eat Basic a c t i v i t i e s 
foods appropriate 
to each culture Teacher helps students during food prepara

tion activities to observe safety and 
health procedures. 

Extension activities 

Child participates in preparing the fol
lowing items of food: 

flour tortillas 
popcorn 
fruit salad 
hot dogs 
sopaipillas 
Mexican "chocolate 
tacos 
pancakes 
cookies 
scrambled eggs and chorizo 
jello. 
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Objective VI 

(continued) 

Basic skills to be 
developed Instructional activities 

To sing songs of 
each culture 

Basic activities 

Teacher presents the following songs for 
group and individual participation: 

"Skip to My Lou" 
"Yankee Doodle" 
"Race You Down the Mountain" 
"The Farmer in the Dell" 
"Down in the Valley" 
"Little Brother" 
"Over in the Meadow" 
"I Know an Old Woman Who Swallowed 

a Fly" 
"The Cat Goes Fiddle-Dee-Dee" 
"Patito, Patito" 
"Los Pollitos" 
"Alia en el rancho grande" 
"Un elefante" 
"La cucaracha" 
"Ciel i to Lindo" 
"La Piflata" 
"Naranja Dulce" 
"El Flor'n" 
"Maria Blanca." 

Assessment activities 

Child participates in songs and playing 
the musical games. 

To celebrate Easter 
in both cultural 
traditions 

Basic activities 

Teacher provides the opportunity for the 
children to make the following Easter 
crafts; 

papier mach^ rabbit 
cardboard egg painted with melted 

crayon 
Easter basket from plastic carton 
cascarones (painted egg shells full 

of confetti). 
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Objective VI 

(continued) 

Basic skills to be 
developed Instructional activities 

Extension activities 

Children discuss religious observances of 
both cultures and participate in dramatic 
play dealing with these rites. 

Children discuss the nonreligious customs 
of the Easter celebration. Children 
participate in dying and hunting eggs and 
in making cascarones. 

Assessment activities 

Child tells of similarities and differences 
in celebration of the Easter holiday. 
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Objective VII 

To improve the self-concept by developing in the child the 
understanding of human emotions basic to all people 

Basic skills to be 
developed Instructional activities 

To recognize and to 
discuss how one feels 
when he is happy, sad, 
angry, scared, lonely, 
and anxious; to identify 
these emotions in 
dealing with litera
ture and situations 
arising at school 
and home. ^^ 

Basic activities 

Teacher uses the facial expression cards 
from the Peabody Language Kit showing 
the various expressions on the faces of 
people. Child learns to identify and 
name the pictured emotion on the card. \ 

Teacher uses the following books to in
troduce the way people handle their 
emotions; 

V 1 
/ 

/ 

' 

Extension 

The Runaway Bunny 
David Was Mad 
What Mary Jo Shared 
Who Will Be Y^i Friends? 
Momo's Kitten 
Crow Boy 
Frederick 
Swimmy 
The Circus Baby 
Benjy's Blanket 
One Step, Two. 

activities 

Child looks at transparency of a girl and 
listens to short story. Additional stories 
and transparencies are shovm; 

crying boy 
angry man 
loving mother 
fighting children. 

Cause-effect relationships are presented 
to the child. Children discuss their 
feelings and emotions in relation to the 
transparencies. 

Teacher observes the child's emotional 
behavior during the three month period. 
When the opportunity presents itself, use 
an appropriate book or dramatic situation 
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Objective VII 

(continued) 

Basic skills to be 
developed Instructional activities 

in which the child will be able to assess 
his feelings, e.g., a lost shoe and cry
ing over it could lead to the reading of 
"Where Were the Rubbers?" or "Who Has ̂ty 
Shoe?" 

Assessment activities 

Children discuss the emotional behavior 
of people in the above stories. The 
child dramatizes various ways of handling 
the problem situations that arise betv̂ een 
family members. 



73 

Objective VIII 

To improve the self-concept by developing in the child knowledge 
that his body is a growing, living organism 

Basic skills to be 
developed Ins t ruc t iona l a c t i v i t i e s 

To know tha t elements 
basic t o growth and 
l iv ing are: 

food 
rest and exercise 
health and safety 
shelter and 

clothing 
concern for and by 

other people 

Basic activities 

Teacher and children review the study of 
plant and animal growth completed prior 
to the three month program to improve 
self-concept. Children observe stages of 
animal growth by watching puppies from 
three weeks to tv7elve weeks of age. 
Children observe and discuss development 
of frog cycle from eggs to mature frog. 
Children observe caterpillar change from 
crysalis to butterfly. Read the story 
"The Wonder of the Monarchs" and discuss. 

Children plant and care for zinnias to 
observe the cycle of plant growth. 

Children plant wheat seeds to determine 
the needs of plants. Group pots accord
ing to the following categories: 

with and without water 
with and without so i l 
with and without sunlight 
with warmth and v/ith cold. 

Children discuss at the end of eight 
weeks the elements needed for growth of 
the wheat. 

Teacher and children review the following 
units previously studied: 

food--preparation and nutrition 
rest and exercise--importance of rest 

and proper exercise to make the 
body strong 

health and safety—importance of 
safety procedures at home and 
school and care of the body 

Shelter and clothing—protection and 
health 

concern for and by other people—need 
for friends and family. 
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Objective VIII 

(continued) 

Basic skills to be 
developed Instructional activities 

To identify and 
describe the stages 
of human growth from 
infancy to childhood 
to adulthood 

Basic activities 

Teacher reads "What Is Big?" and "The 
End." Children learn and recite the 
poem. Child draws a picture to represent 
the lines, "But now I am Six, I'm as 
clever as clever." 

Teacher vreighs and measures each child. 
Children compare the new measurements 
with those made in the fall. Teacher 
marks the new heights on a line that is 
attached to life size figures of a boy 
and a girl. The teacher determines the 
amount of growth and marks the amount on 
a card for each child. Children can then 
compare the cards to determine the amounts 
of grovrth. Cards are then aligned to 
show the total growth of the class as a 
vrhole and designated as such on a piece 
of butcher paper. 

Teacher reads "Growing Up, Growing Older." 
Children discuss the stages of gro\^h 
that Johnny progresses through in his 
lifetime. Children prepare and assemble 
a notebook story on "Grov;-ing Up, Growing 
Older." Each child depicts an event and 
describes the event as the teacher records 
it for the following ages: 

one week old 
one year old 
five years old 
seven years old 
twelve years old 
thirty years old 
sixty years old. 

Child projects into the future his ambitions 
and thoughts about growing up. 
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Objective VIII 

(continued) 

Basic skills to be 
developed Inst met ional activities 

Extension activity 

Child brings photograph of himself as an 
infant. Teacher mounts and displays 
photographs of each child along with the 
photographs of the child as a six year 
old. Child matches the photographs and 
labels with his name. 

Children learn to sing and pantomine the 
musical game, "Growing." 

Assessment activities 

Child describes and identifies stages of 
growth when shown pictures of a baby, 
child, teenager, adult, and elderly 
person. 



C H A P T E R 

EVALUATION OF THE PROGRAM 

A portion of this study was to determine the general 

change, if any, in self-concept of students in one kinder

garten class at Guadalupe Elementary School in Lubbock, 

Texas, from pretest and posttest scores on Levin and 

Lafferty's scale, "The Measurement of Self Concept in 

Kindergarten Children" when considered as one group and 

when considered as subgroups based on sex; number of chil

dren in each family unit; and number of parents in the 

home , 

Total group and subgroup means were computed, using 

the pretest and posttest scores of all pupils who had com

pleted the testing program. Comparisons were made between 

the pretest and posttest scores of the t.otal group. Com

parisons of the mean gain score were made between the 

sexes, the number of children in the family unit, and the 

number of parents in the home. 

The difference between the means was found, and a t-

test ratio was applied to determine the level of confi

dence. The 5 percent level for rejection of the null hy

pothesis being investigated was selected. 

Data were programmed and computed by Educational Psy

chology Research Services of San Marcos, Texas, Results 
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were obtained to the fifth decimal place for means of the 

pretest and posttest scores and to the fourth place for t-

test ratios; in both cases, figures were rounded to the 

third decimal place in order to be consistent with the re

sults obtained for the mean of the difference between sets 

of scores being compared. 

Comparison Between the Pretest and Posttest 
Scores of the Total Group 

Data relating to pretest and posttest scores for the 

fourteen students in the total group are presented in Table 

1. The means in Raw Score were 26.290 for the pretest 

scores and 36.710 for the posttest scores. The difference 

between the means was 10.420 in favor of the posttest 

scores and the t ratio of 8.470 was significant at the ,05 

level. 

Comparison Between Mean Gain Scores 
According to Sex 

There were four male and ten female students involved 

in the study. Data related to the mean gain scores for this 

subgroup are presented in Table 2. The mean gain for males 

was 10.752 and for females 10.301. The difference between 

the means was .451 and the t ratio of .068 was not signif

icant at the .05 level. 
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TABLE 1 

A COMPARISON BETWEEN MEANS OF THE PRETEST AND POSTTEST 

SCORES OF THE TOTAL GROUP 

(N = 14) 

Item Pretest mean Posttest mean Difference t ratio 

Raw score 26.290 36.710 10.420 8.470* 

^Significant at the .05 level 
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TABLE 2 

A COMPARISON BETWEEN MEAN GAIN SCORES ACCORDING TO SEX 

Mean gain Mean gain 
of males of females Difference t ratio 
(N =4) (N = 10) 

10.752 10.301 .451 .068^ 

**Not significant at the .05 level 
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Comparison Between Mean Gain Scores 
According to Number of Children 

In the Family 

Two groups based on the number of children in a fam

ily were set up. Group I contained from one to three chil

dren in the family unit. Ten students comprised Group I 

of the study. Group II of the study was composed of family 

units in which there were four to eight children. The num

ber of students in Group II was four. Data for number of 

children in the family are presented in Table 3. 

The mean gain for students in Group I (one to three 

children in the family unit) was 9.400. In Group II (four 

to eight children) the mean gain was 13.062. The difference 

between the means was 3.662 with a t ratio of 1.360 not sig

nificant at the ,05 level. 

Comparison Between Mean Gain Scores According 
To the Number of Parents in the Home 

Two groups based on the number of adults in the home 

were set up. Group I consisted of children living with both 

father and mother according to the child's birth certificate 

Both parents must have been living in the home during the 

three month period of the study to have been categorized in 

Group I. There were nine students living with both father 

and mother in the home during the time of the study. 
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TABLE 3 

A COMPARISON BETVJEEN MEAN GAIN SCORES ACCORDING TO THE NUMBER 

OF CHILDREN IN THE FAMILY 

Mean gain of Group I Mean gain of Group II 
(1 to 3 children) (4 to 8 children) Difference t ratio 

(N = 10) (N = 4) 

9.400 13.062 3,662 1.360** 

**Not significant at the .05 level 



82 

Group II was comprised of children with only one adult 

in the home during the three month study. In some instances 

neither father nor mother was in the home, and the child was 

under the care of the grandmother or legal guardian. Group 

II, therefore, consisted of children living with mother 

only, grandmother only, or legal guardian only in the home. 

In all of these instances, the adult figure in the home was 

female. There were five students in Group II. Data for 

number of parents in the home are contained in Table 4. 

The mean gain for students in Group I (father and 

mother in the home) was 10.220. In Group II (mother, grand

mother, or legal guardian in the home) the mean gain was 

10.800. The difference between the mean gains was ,580 

with a t ratio of ,220 that was not significant at the .05 

level. 

Summary of Results 

Two hypotheses were projected for this study. The 

first hypothesis related to the total group and was stated 

as follows; 

1, There will be no significant difference in self-

concept of students as determined by pretest and posttest 

scores on Levin and Lafferty's scale, "The Measurement of 

Self Concept in Kindergarten Children," when considered as 

one combined group. 
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TABLE 4 

A COMPARISON BETWEEN MEAN GAIN SCORES ACCORDING 

TO THE NUlvIBER OF PARENTS IN THE HOME 

Mean gain of Group I Mean gain of Group II 
(father and mother in (mother, grandmother, 
the home) of legal guardian) Difference t ratio 

(N =9) (N = 5) 

10.220 10.800 .580 .220** 

**Not significant at the .05 level 



84 

Data which have been presented in this chapter indi

cates the t ratio of 8.470 for the total group in raw 

score. A t ratio of 2.160 taken from a standard table of 

t values was significant for the total group at the .05 

level. On the basis of the data presented the null hypoth

esis was rej ected. 

The second hypothesis related to the subgroups based 

on sex, number of children in each family unit, and the 

number of parents in the home. This hypothesis was stated 

as follows; 

2, There will be no significant difference in self-

concept of students as determined by pretest and posttest 

scores on Levin and Lafferty's scale, "The Measurement of 

Self Concept in Kindergarten Children," when considered as 

subgroups based on sex; number of children in each family; 

presence of both parents in the home, or presence of only 

mother, grandmother, or legal guardian in the home. 

A. Four of the students were male; ten of the 

students were female. The t ratio for the 

group was found to be .068. Based on a 

table of t values, a ratio of 2.179 would be 

significant at the .05 level. On the basis 

of data presented, the investigator was un

able to reject the null hypothesis for this 

subgroup. 
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B. Ten students were in Group I (one to three 

children); four students were in Group II 

(four to eight children). The t ratio for 

the second subgroup was found to be 1.360. 

From a standard table of t values the ratio 

was 2.179 at the .05 level. On the basis of 

data presented, the investigator was unable 

to reject the null hypothesis for the second 

subgroup , 

C. In Group I were nine students living with 

both father and mother as named on the birth 

certificate. The five students in Group II 

lived with mother, grandmother, or legal 

guardian only. None of the adults in this 

group were male. The t ratio for the sub

group considering the number of parents in 

the home was .220. A t ratio of 2.179 from 

a standard table of t values was significant 

at the .05 level. On the basis of the data 

presented, the investigator was unable to 

reject the null hypothesis for the third sub

group. 

A summary of the results of the comparative analysis 

reveals the rejection of the first hypothesis and the non-

rejection of the second hypothesis dealing with the sub

groups. The proposition that there would be no difference 

in general change in self-concept of students from pretest 
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to posttest scores was rej ected. The proposition that 

there would be no difference in self-concept change between 

the subgroups based on sex, number of children in the home, 

and number of parents in the home was accepted. Because 

there were found to be no significant differences between 

male and female, one to three children or four to eight 

children in the family unit, and both parents in the home 

or mother, grandmother, or legal guardian only in the home, 

the investigator was unable to reject the null hypothesis. 



C H A P T E R V I 

CONCLUSIONS AND RECOMMENDATIONS 

Conclusions of the Study 

The null hypothesis that there would be no change of 

self-concept as measured by Levin and Lafferty' s scale, "The 

Measurement of Self Concept in Kindergarten Children," was 

rejected for the total group. Therefore, the conclusion is 

drawn that the three month program to improve the self-

concept of one class of kindergarten children had a positive, 

measurable influence on the pupils participating in the pro

gram. Before progressing further, it is necessary to point 

out some of the limitations of this study. The limitations 

imposed by the absence of a control group make it necessary 

to state that the findings are not meant as general state

ments, but are to be applied to this group only. While this 

design is not without controls, it would have been much more 

comfortable to talk about the findings if such a group had 

been possible. For this study the control group was unavail

able . 

The division of the total group into various sub-groups 

and the analysis of the data obtained indicate that the ef

fects of the program were not dependent upon sex, number of 

children in the family, or number of parents in the home. 

Therefore, the conclusion is drawn that the three month program 
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for this class of children was as effective with male as 

with female students, as effective with small families as 

with large families, and as effective with both parents in 

the home as with mother, grandmother, or legal guardian 

only in the home. Again, generalization beyond this spe

cific population under study is not intended. 

In view of the large volume of research available on 

the power of the self-concept to influence and to mold a 

child' s behavior, a second conclusion is drawn that at the 

present time the individual teacher can utilize this infor

mation to provide an environment in which young children 

can develop a positive self-concept. The importance of 

this conclusion for the classroom teacher is that the class

room under his direction is a fertile ground for "Now Action" 

programs to improve self-concept. The results of this study 

indicate that the individual teacher can play a major role 

in providing opportunities for each child to develop a more 

positive and realistic view of self. The teacher does not 

have to rely upon a predeveloped program, direction of super

visors, or large sums of money. It remains only for the 

teacher "to start." •*• The teacher can plan successfully meth

ods and materials that are aligned with the psychological 

realities of the child in developing a program individually 

tailored for each child. 

^Combs, "New Concepts of Human Behavior," p. 354. 
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It is the opinion of the author of this study that 

the children in this study at Guadalupe Elementary School 

did exhibit more self-confidence, body av/areness, and 

improved self-concepts than have two subsequent classes 

of kindergarten children of the same general background. 

The author has taught a class of kindergarten children 

at G. C. Wolffarth Elementary School in Lubbock, Texas, 

and at Carver School in Lockhart, Texas, with similar 

objectives used during the spring semester. However, the 

organization of the entire day's activities around self-

concept development (as set up in this study) seemed to 

produce superior gains as compared to an academically 

oriented program with self-concept development activities 

included as secondary goals during the semester. In 

addition, the children at Guadalupe Elementary School 

seemed to progress academically at a faster rate, demon

strated more physical coordination, and attained more 

readiness skills for first grade than did the two latter 

groups. It is the opinion of the author of this study 

that in this instance self-concept was, indeed, the single 

most important aspect of human potential. 
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Recommendations of the Study 

From the findings in this study, the following recom

mendations are made by the investigator with regard to the 

area of early childhood education. 

1. That the self literature is not only vast, but 

confusing, is reflected in the review of literature dealing 

with early childhood. Few instruments for measuring the self-

concept in prereading years are available. Of these the 

Levin and Lafferty scale, "The Measurement of Self Concept 

in Kindergarten Children," relies on the child' s art skill. 

Additional tests dealing with the early childhood years 

need to be developed that incorporate the child's art with 

a system for analyzing the child' s usual overt behavior pat

terns. Through the course of this study it came to mind 

that the child reveals himself, his problems, and his needs 

not only through his drawings, but in practically every 

aspect of his behavior. It is toward this end that future 

tests or measures of self-concept should be directed. 

2. The problem of effecting positive movement in the 

area of self-concept should be of immediate concern to all 

professionals working with children--teachers, supervisors, 

consultants, curriculum specialists, and administrators. 

Self-concept tests will need to be designed to aid in the 

evaluation of such a curriculum in order to assess the self-

concept related behaviors that the educators intend for 

their intervention program to affect. 
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3. Professional growth and program evaluation through 

inservice training should be provided for those teachers 

who are engaged in developing self-concept programs. Such 

inservice training should be available to all concerned 

personnel. The inservice training should include the fol

lowing topics: 

Theories of Self-Concept 

The Relationship of Various Self-Concept Theories 

The Teacher' s Role as A Facilitator in the Program 

Teacher Evaluation of His Own Self-Concept 

Self-Concept and Its Influence on Behavior in the Class

room 

Planning Specific Objectives To Improve the Self-

Concept 

Planning an Individualized Program Utilizing the Crea

tive Abilities of Teachers and Students 

The Influence of Culture on Self-Concept 

The Self-Identify of Ethnic Groups. 

4. The results of the evaluation portion of this study 

indicate that a teacher can develop a program to improve the 

self-concept of a class of children in kindergarten. For 

purposes of scientific validation of the effects of such a 

program, it is recommended that the same program be replicated 

with the addition of a control group. The addition of such a 

group would provide the necessary control of internal and ex

ternal variables which might affect the experimental treatment 
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