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ABSTRACT 

The purpose of this study was to investigate the 

impact of a teacher/advisor program on early adolescents' 

perception of self image. 

A review of the literature revealed much which 

proclaims the virtues of the teacher/advisor program but 

at the same time demonstrated an absence of any 

significant research which verifies that such programs, in 

fact, accomplish what their proponents claim. Because a 

notable amount of research supports the inclusion of 

educational experiences which heighten self image, 

determining specifically what effects a teacher/advisor 

program has would satisfy the need to validate the 

credibility of this concept and aid middle level educators 

in assessing its value. 

A pretest-posttest control group design with 

multiple measures of self image was employed. The sample 

consisted of 145 seventh grade students from two middle 

level schools. The experimental group came from a 6-7 

school with a total of 73 students participating, 37 male 

and 36 female. The control group came from a 7-8 school 

xi 
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with 72 students participating; both males and females 

numbered 36. Subjects were administered a questionnaire, 

which was composed of seven self image measures 

previously utilized with early adolescents in self image 

or transition research, at the beginning of the fall 

semester and again nine weeks later. Subjects in the 

experimental group received a thirty minute per day 

teacher/advisor program during this time interval. 

The findings of this study revealed significant 

group effects for the measures of victimization and 

perceived self image. For the measures of anonymity, 

self-consciousness, and the three self-esteem measures, 

however, group effects were not observable. Furthermore, 

examination of the results using gender as a variable 

showed no significant difference in any of the seven self 

image constructs. 

The data indicate that participation in a 

teacher/advisor program tended to suppress perceptions of 

victimization, which can be construed as a positive 

effect, and to lower perceived self image t which can also 

be viewed as beneficial if construed as a more realistic 

occurrence. 



CHAPTER 1 

THE PROBLEM 

Introduction 

Teachers, students, and parents in the schools 
we studied want more than is implied by the 
words 'intellectual development'. They want 
some reasonably balanced attention to 
intellectual, social, vocational, and personal 
emphasis in the school's program of studies. 
Second, even all of the~e would not be enough. 
The school is to be also, in the eyes of parents 
and students, a nurturing, caring place. The 
parents we encountered want their children to be 
seen as individuals--persons and learners--and 
to be safe. Their children want to be known as 
persons as well as students (Goodlad, 1984, pp. 
61-62). 

Teacher Advisory programs (commonly referred to as 

Homebase, Homeroom, Teacher-Counselor, or Adviser-

Advisee) have historically been utilized by educators as 

a presumably effective means of personalizing advisement 

and counseling at the individual student level (Toepfer, 

1980,1981); e.g., the advisory period of the early 

junior high school (Smith, 1925), The Eight Year Study 

(Aiken, 1942), Model Schools Project (Trump, 1977), and 

the exemplary middle schools of today (Alexander & 

George, 1981; Clark & Valentine, 1981; McEwin, 1981; 

Stamm & Nissman, 1979). The original concept of 

'homeroom', established in the Garfield School for grades 
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7 and 8 in Richmond, Indiana, in the l89~'s, emphasized 

opportunity for students to relate to teachers in a non

instructional setting for the purpose of discussing their 

school and personal problems. For this homeroom, all 

students, in groups of 20 to 25, were assigned to 

teachers on a scheduled daily basis for approximately a 

half-hour (Topefer, 1980, 1981). The concept of homeroom 

endured through the period of educational reform and the 

development of the junior high school; however, by the 

1950's the fundamental premise--to provide young people 

with the opportunity to relate to tea~hers in a 

scheduled, non-instructional setting in which advisement, 

counseling, and discussion would be facilitated-

gradually gave way to administrative procedures such as 

making announcements and taking attendance (Tennant, 

1981) • 

society's radical changes during the past two 

decades have disproportionally compounded the complex 

needs of 10 to 14 year-olds in contemporary American 

life. We live in a culture that has seen the gradual 

erosion of family impact (Jenkins, 1977): Secure families 

with secure futures are no longer the standard and 

childhood is being transformed (ABC News Documentary, 

1984). In addition, family structure is changing: The 
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number of children in America whQ are affected by divorce 

has more than doubled since 1969; nearly one out of five 

families is maintained by a woman who is either divorced, 

separated, widowed, or has never been married; two-thirds 

of these work; hence, about half the children now in 

first grade will have lived in a one-parent home by the 

time they graduate from high school (Boyer, 1983). 

Problems that were historically associated with 

university and high school students have now become 

prevalent in the middle grades; increased pregnancy 

rates, high suicide rates, increased learning problems, 

and increased substance abuse (McEwin, 1981). Additional 

statistics include the average age of runaways is 14 and 

the rate of running away has doubled in the past decade; 

juvenile crime appears to originate around the age of 14, 

and, 15 and under is the only age group experiencing an 

increase in the rate of first admissions to mental 

hospitals (Alexander & George, 1981). 

Because of the high degree of instability in 

today's society, schools bear a heavier burden to 

counteract the pervasive negative influences by 

establishing an environment which will nurture the youth 

of today. Teaching the basics is not sufficient if 

provisions are not also made for students to evolve into 
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self-actualizing persons capable of making decisions, 

formulating values, interrelating with others v and 

recognizing their own self worth (McEwen, 1981). Perhaps 

trump (1977) says it best: 

The contribution of any nation to humanity, as 
well as itself, relates directly to the degree 
that each individual reaches maximum potential 
of self-development and to the extent that each 
one also has an active interest in and the 
skills to improve the general welfare (p. 15). 

The contemporary middle school movement, which 

began in the 1960's, attempts to provide such a nurturing 

environment. It advocates a philosophy concerned with 

the growth and development of each individual learner to 

maximum potential. The middle school is a broadly 

focused program of education which incorporates learning 

theory directed toward individualization, focusing on 

students' needs in adapting to immense change, and 

instructional strategies 'which attempt to tie formal 

learning directly to the developmental needs of the 

students, or developmental tasks'R (Wiles & Bondi, 1981, 

p. 9). 

In its attempt to reorganize middle grades 

education around the definable needs of emerging 

adolescents, the middle school philosophy incorporates a 
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teacher/advisor component to meet the self-clarification 

needs of this unique population (Toepfer, 198B)o 

Teacher/advisor environments and programs are a means by 

which educators can demonstrate their commitment to this 

humanistic philosophical belief, a responsiveness to all 

adolescent developmental needs--emotions, attitudes, and 

values integrated with intellectual knowledge and skills 

and physical activities. 

In summary, inherent in this philosophy is an 

abiding concern for and appreciation of the students' 

self-concept. Middle level educators recognize that 

the self-concept is the most important aspect of 
any human interaction, a major determiner of 
every behavior. It is a vital determinant of 
intelligence, human adjustment, and success and 
self-realization in any aspect of life. • •• it 
is every person's most precious possession, and 
what happens to the self in the course of 
schooling may be far more important than 
whatever -else schools think they are teaching 
(Combs, 1978, p. 19). 

The paramount goal of the teacher/advisor program is to 

enhance students' self image because presumably every 

other aspect of the student's personal and academic 

welfare is affected by how he feels about himself. A 

notable amount of research supports the inclusion of 

educational experiences which heighten self-image (Beane, 

Lipka, & Ludewig, 198B). It is assumed that this 



generalizes into scholastic achievement (Shavelson, 

Hubner, & Stanton, 1976). 

Rationale 

6 

In the special issue of the spring/summer (1983) 

Journal ~ Early Adolescence: Research Agenda fQL Lhe 

~, Hershel Thornburg commented: 

There are many middle school proponents who 
strongly advocate a teacher advisory program in 
the schools •••• The assumption is made that 
students who have a common reference point and 
personal contact with a teacher will make better 
adjustments in schOOl. Yet, this contention 
cannot be supported empirically (p. 27). 

Alexander and George (1981 also substantiate this need 

for research since -there are still too few well-designed 

studies of these programs to permit more than modest 

speculation about the ultimdte value of the advisor

advisee program" (p. 111). 

Statement Qf ~ Problem 

This study investigated the impact of a 

teacher/advisor program on seventh grade students' 

perception of self image in an intermeaiate educational 

environment, where students had a common reference point 

and personal contact with a teacher was made in a non

instructional setting. 
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Research Questions 

The following questions provided structure for the 

study: 

1. Do middle level students who participate in a 

teacher/advisor program differ in self-esteem 

from those students who do not participate in a 

teacher/advisor program? (See Appendices B, C, 

and 0 for the instruments used). 

2. Do middle level students who participate in a 

teacher/advisor program differ in self

consciousness from those students who do not 

participate in a teacher/advisor program? 

(See Appendix E for the instrument used). 

3. Do middle level students who participate in a 

teacher/advisor program differ in perceived 

self image from those students who do not 

participate in a teacher/advisor program? (See 

Appendix F for the instrument used). 

4. Do middle level students who participate in a 

teacher/advisor program differ in victimization 

from those students who do not participate in a 

teacher/advisor program? (See Appendix G for 

the instrument used). 
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5. Do middle level students who participate in a 

teacher/advisor program differ in anonymity from 

those students who do not participate in a 

teacher/advisor program? (See Appendix H for the 

instrument used). 

6. Does gender influence self-esteem, self

consciousness, perceived self image, 

victimization, and anonymity for middle level 

students who participate in a teacher/advisor 

program? 

7. Does gender influence self-esteem, self

consciousness, perceived self image, 

victimization, and anonymity for those students 

who do not participate in a teacher/advisor 

program? 

Assumptions 

For the purpose of the study, the following conditions 

were assumed: 

1. The Personal Opinion Survey (POS) was a 

reliable measure of self image (See Appendix 

A). 
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2. Any significant differences noted bet.ween the 

experimental and control group mean scores, as 

shown by the administration of the POS, was a 

result of the difference in treatment. 

3. The treatment utilized by the experimental 

group was a reliable reflection of a 

teacher/advisor program. 

4. The students selected for this study were 

representative of their respective school 

populations. 

5. The students selected for this study were 

representative of intermediate education 

students in general. 

6. The students selected for this study provided 

honest answers to the pre- and posttest 

measures. 

7. All students involved in this study were new to 

their respective school environments and 

programs, thus reducing the influence of 

extraneous factors. 

8. The teachers participating in this study 

requir~d no special training to function 

effectively as advisors. 
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Limitations 

The study was limited by the following: 

1. The study was restricted geographically to a 

school district in the southeastern part of 

Arizona. 

2. The study included only seventh grade students 

enrolled in the two schools selected for the 

study. 

3. The study was delimited to the measurement of 

affective dependent variables of self image, 

i.e., self-esteem (three scales), self

consciousness, perceived self image, 

victimization, and anonymity. 

4. Because this was only one of many models of a 

teacher/advisor program, a more varied sampling 

of such programs may be needed to test the 

generalizability of the findings. 

5. The school environment is a multifaceted 

culture; the teacher/advisor component may be 

an artifact remaining after the delimitation of 

other elements. 
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Definition Qf Terms 

The following terms were defined for this study: 

1. Anonymity: Reciprocal relationship of knowing 

versus not knowing other students and teachers 

(Jones, 1984). (Since this study utilized these 

instruments as its research base, it is 

essential to use the authors' definitions verbatim). 

2. Intermediate edycatjonal environment: A school 

which combines into one organization and 

facility certain school years, usually grades 

5-9, between the elementary and high school 

configurations. 

3. Junjor high school: A transitional school 

serving students in the preadolescent years 

with an organization and program structured 

around "junior" high school content and 

activity, usually in a 7-8 or 7-9 

configuration. 

4. Middle level education: " ••• encompassing any 

grade or grade combinations from grades 5 

through 9 n (Valentine, et al., 1981, p. XV). 
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5. Middl~ school: A transitional school concerned 

with the most appropriate programs to cope with 

the personal, social, and educational needs of 

emerging adolescent learners, usually in a 5-8 

or 6-8 configuration. 

6. Middle school/junior hi9h students: The unique 

population of 10-14 year-olds (the years most 

usually involved), including older Children, 

preadolescents, emerging and early adolescents, 

and adolescents who will experience a wide 

range of developmental tasks at different times 

during these years. 

7. Perceived ~ image: An individual's 

perceptions of how significant others (parents 

and teachers) view him (Simmons, Rosenberg, & 

Rosenberg, 1973). (Since this study utilized 

these instruments as its research base, it is 

essential to use the authors' definition verbatim). 

8. Self-esteem: A person's general "global" 

overarching feeling toward him/herself 

(Simmons, Rosenberg, & Rosenberg, 1973; 

Rosenberg, 1965), and the perception of self in 

conjunction with familial expectations, self

confidence, popularity, contentment, self-
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consciousness, and emotional stability (Savin

Williams & Demo, 1983). (Since this study 

utilized these instruments as its research 

base, it was essential to use the authors' 

definitions verbatim.) 

9. Self-consciousness: Perceptions of self

importance from the perceived importance of all 

things: Giving as opposed to receiving 

attention (Simmons, Rosenberg, & Rosenberg, 

1973). (Since this study utilized these 

instruments as its research base, it was 

essential to use the authors' definitions 

verbatim.) 

10. Self-image/concept: A student's perception of 

him/herself which, for the purpose of this 

study, will include the dimensions of self

esteem, self-consciousness, perceived self 

image, victimization, and anonymity. 

11. Teacher/advisor program: A concerted effort by 

the school, utilizing either a daily group or 

one-on-one design, to provide a common 

reference point and promote personal contact 

between the student and the teacher in a non

instructional setting in order to enhance 



interpersonal relationships which produce 

growth and development for both people 

involved. 

14 

12. Victimization: The extent to which a person 

perceives himself to be a victim in or around 

the school, e.g., assault, robbery, theft 

(Blyth, Simmons, & Bush, 1978i Jones, 1984). 

(Since this study utilized these instruments as 

its research base, it was essential to use the 

authors' definitions verbatim.) 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

A review of the literature pertinent to the study 

is presented in this chapter. The review consists of 

four parts: the history and development of the 

teacher/advisor program, the purposes and benefits of the 

teacher/advisor program, a description of selected 

successful programs, and an analysis of research findings 

related to the areas which will be measured, i.e., self-

esteem, self-consciousness, perceived self image, 

victimization, and anonymity. 

History ~ Development Qf ~ 
Teacher/Adyisor Program 

A thorough historical investigation into the 

development of the teacher/advisor program must, of 

necessity, include references to the history and 

development of the junior high and middle school as well 

as to the development of the role of guidance in middle 

level education. 

At the turn of the century strong disenchantment 

with the six-year high schOOl organization gave rise to 
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the educational innovation known as the middle school. 

In his 1909 address to the annual meeting of the North 

Central Association of Colleges and Secondary Schools, 

Superintendent W. A. Greeson of Grand Rapids, Michigan, 

argued that the six-year high school was not geared to 

the radical change in pupils at the onset of adolescence 

(Popper, 1967). Two years later he established one of 

the first American middle schools, "a special unit of 

public school organization for the education of early 

adolescents in a protective psychological environment 

which neither the elementary nor the high school could 

provide" (Popper, 1967, p. 39). Similar schools were 

established in Columbus, Ohio, and Berkeley, California, 

after recommendations were reported by committees of the 

National Education Association between 1892 and 1918 

(Alexander, et al., 1968). 

This national shift to the 6-3-3 plan was intended 

to serve the following purposes: 

1. To provide a bridge between the elementary 
school with its self-contained classroom and 
the highly specialized program of the senior 
high school; 

2. To provide exploratory experiences for its 
students in order to allow youngsters to sample 
various subject areas before making a 
commitment to a specific program in the senior 
high school; and 



3. To provide guidance services as an aid in 
academic, vocational, and personal matters 
(Alexander, 1968, p. 46). 
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Also of major importance was the historic report 

"The Cardinal Principals of Secondary Education" issued 

by the National Education Association's Blue Ribbon 

commission on the Reorganization of Secondary Education 

in 1918. The committee expanded and legitimized school 

purposes to include health, citizenship, ethical 

character, and worthy home membership, strengthening the 

belief that schools are responsible for not only the 

cognitive but also the affective development of its 

students as well (Gholson & Buser, 1983). 

While it is important to note that Greeson's 

middle school was actually a "junior" high school, the 

dominant learning environment between elementary and high 

school during the 192~ to 196~ period, recognition of the 

special needs' of pre- and early adolescents coupled with 

the provision for guidance services to aid them in 

personal matters may be considered the origin of the 

teacher/advisor concept. 

The educational term "guidance" originated in 

Boston in 19~8 with the efforts of Frank Parsons to help 

youth find jobs for which they were suited (Faunce & 

Clute, 1961). Vocational guidance remained, for nearly 
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thirty years, the central emphasis of the movement. It 

represented an effort to cope with the complexity of the 

curriculum, which had developed as a response to the 

increasingly heterogeneous character of the school 

population. As the numbers of students attending 

secondary schools increased, it became necessary also to 

meet their varied needs, to find for each student some 

experience in school at which be could succeed. Thus, 

the term Reducational guidance R followed vocational 

guidance and consisted for some years of helping students 

to find courses appropriate to their vocational goals. 

Perhaps the earliest model of a teacher/advisor 

program dates back to the Richmond, Indiana, Garfield 

School for grades 7 and 8 in the 1890's. Labeled 

homeroom, this teacher/advisor program acknowledged the 

need for students to relate to teachers in a non

instructional setting for the purposes of advice and 

discussion of their school and personal problems 

(Toepfer, 1980). The concept of the advisory period 

appears in the literature as early as 1925 when Smith 

reported the following in his assessment of the junior 

high: 



In the last analysis a large share of the burden 
of guidance must, of necessity, revolve upon the 
individual teacher. The counselor can do little 
more than plan and coordinate and administer 
those situations which demand expert knowledge 
and skill. In consequence, many schools are 
setting aside one or more periods each week for 
pupil guidance under the immediate direction of 
the teacher (p. 25). 

Roos (1927) supplies additional affirmation that the 
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advisory machinery is in place. At that time such terms 

as sponsor-teacher, teacher-advisor, home-room-teacher, 

role-room-teacher, and class-advisor referred to plans in 

which the responsibility of the advisor ranged from mere 

disciplinary control to rather full functioning in a wide 

range of disciplinary, social, curricular, vocational, 

and avocationa1 counsel. Roos strongly recommended that 

vigorous and persistent effort to advance the latter be 

encouraged. 

With the developments in the field of educational 

psychology and the evolution of the child development 

concept, it gradually became evident to educators that 

the goals of secondary schools must be reevaluated. 

Studies of human growth and development in the 1920's and 

1930's, however, had little impact at the time, and the 

homeroom plan served as the means to provide group 

guidance along with the counselor movement, which placed 
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a guidance specialist in a position of responsibility for 

three hundred to one thousand students. 

Twenty years later the modern concept of guidance 

emerged as defined by Jones (1951): 

Viewing the life of the individual as a whole, 
guidance may be said to have as its purpose 
helping the individual to discover his needs, 
to assess his potentialities, gradually to 
develop like goals that are individually 
satisfying and socially desirable, to formulate 
plans of action in the service of these goals, 
and to proceed to their realization (p. 77-78). 

Comprehensive studies of guidance at the junior high 

level during the 1950's demonstrated the need to act on 

this new philosophy. McGlasson (1953) concluded that ·if 

effective guidance is to be given to all students 

throughout their school career, ••• guidance [should] be a 

shared responsibility assumed in proportionate degree by 

all members of the professional staff in each school n 

(McGlasson & Pace, p. 91). One year later, Allen (1954) 

recommended 'that, rather than rely too much on 

incidental guidance in regular classes, there will be a 

greater assurance of an effective guidance program when 

carried on through core classes, guidance courses, or 

'planned' homeroom programs· (McGlasson & Pace, p. 93). 

Similarly, Wogaman (1955) found that the greatest 
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guidance needs, as recognized by pupils in 17 of the 18 

junior high schools studied, were the desire of pupils to 

know more about themselves and the need to have more time 

to see counselors. In 1962 Arhelger conducted a follow

up of the 1952 McGlasson study. His conclusions affirmed 

the significance of guidance: 

Guidance is sufficiently important so that the 
school should be organized and administered with 
the guidance function prominently in the 
foreground. Guidance is as legitimate as 
educational activity as the study of English, 
mathematics, and social studies. Guidance 
cannot be confirmed to a few specialists but 
must be carried on by the entire professional 
staff. The theoty of individual differences is 
a fundamental concept of guidance which 
emphasizes that individual differences in 
capacities, abilities, and interests are of the 
utmost significance. Guidance should be given 
to all pupils throughout their school careers, 
not just to the maladjusted or problem cases. 
Every student should have a definite person to 
whom he may go for counsel and aid (pp. 96-97). 

Some schools reflected a commitment to this 

concept. Popper (1967) cites the Core teacher program 

at Como Park Junior High School, St. Paul, Minnesota. 

Core teachers were given three to four guidance periods 

per week and were considered the advisor throughout the 

school year for the students in their classes. An 

evaluation of the unique program at Como produced 

evidence that "early adolescents are significantly more 
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responsive to scholastic motivation in the special 

psychological environment of a middle schoo1 R (Popper, 

1967, p. 250). However, Como was considered an 

experimental school by the Minnesota State Department of 

Education, an indication of the quite limited commitment 

to focusing on the personal needs of adolescents. 

By the 1960's many educators recognized that the 

6-3-3 plan, originally intended to meet the special needs 

of the 10 to 14 year-olds, was seriously inadequate 

(Alexander et al., 1968). The focal point of their 

argument was that the student at this age has a multitude 

of personal needs and emotional reactions created by his 

rapid physical growth and the physiological changes which 

accompany it. The concept of homeroom, which had spread 

throughout the country, had gradually been overtaken by 

time-consuming administrative procedures such as 

distributing materials and collecting funds. The old 

homeroom idea that students were encouraged to ask 

questions and discuss issues became students simply 

listening to long, dull morning announcements and 

watching the teacher count noses for attendance 

(Tennant, 1981). Alexander et a1. (1968) best expressed 

the educational response required by this expanded 



perception of adolescents and their relationship to the 

school environment: 

There must be someone to whom each student 
feels he can turn for help with a personal 
problem--someone in whom he can confide •••• The 
provision of a homeroom period for one-quarter 
or one-half hour each day, packed with 
administrative chores such as attendance taking, 
issuing of report cards, and making school-wide 
announcements is not sufficient (p. 57). 
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Growing frustration with this dilemma, along with 

crowded schools, integration, and public criticism about 

the quality of America's educational system, provided an 

opportunity to generate a new and different way of 

working with emerging adolescent youth. What was needed 

was a new school form, a unique structure, which would 

organize itself according to the needs, characteristics, 

and developmental tasks of early adolescent learners; 

provide programs especially designed for the 10-14 year

old going through the unique stage of pre and early 

adolescent growth; build upon the changed ·upgraded" 

elementary school; and facilitate educational change by 

creating a new institution rather than attempting to 

remodel an older one, an educational design constructed 

to allow an educational philosophy to be implemented. 

Wiles and Bondi (1984) credit the revival of the term 
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"middle school" and its new set of educational attributes 

to Dr. William Alexander. The "middle school,· long used 

in Europe and originally synonymous with "junior high 

school" in the United States, would represent this 

renewed effort to design and implement a program of 

education to accommodate the needs of the preadolescent 

population (Bondi, 1978; Eichhorn, 1966, 1972; Gatewood, 

1973; Lounsburg & Vars, 1978; Wiles, 1976; Wiles & Bondi, 

1981, 1984). 

Much debate during the last twenty years has 

focused on defining the characteristics of the middle 

school. The teacher/advisor component is one of the 

essential requisites listed consistently. Eichhorn 

(1966, p. 86) states that "guidance is an important facet 

of the middle school program," and further, based on its 

philosophy, "the fundamental core of counselors in the 

middle school should be the instructional staff." 

According to Georgiady, Riegle, and Romano (Romano et 

al., 1973, p. 80), "each child should perhaps be a member 

of a home-base group led by a teacher-counselor, someone 

who watches out for his welfare." Klingele (1979, p. 

287) suggests "perhaps the greatest role of the teacher 

in the guidance service involves the recurring personal 



contact between teacher and student." In designing the 

Model Schools Project for the National Association of 

Secondary School Principals, director J. Lloyd Trump 

(1977) believed that personalization and 

individualization was so significant that a 

teacher/adviser component was one of the innovations 

included. 
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In their latest book on the subject ~ Exemplary 

Middle School, Alexander and George (1981) report that 

the middle school concept has caught on widely, with some 

500~ schools using this orgal.ization; however, of primary 

concern is the slowness of progress in the programs, not 

the numbers of the middle schools. Surveys by Alexander 

(1967-1968) and Brooks (1977-1978) indicated that certain 

program features usually advocated for middle schools 

were widely lacking when each was conducted. 

Furthermore, the surveys were not comprehensive enough 

to provide data on such significant matters as teacher 

guidance services. The gap between the programs proposed 

in the literature and those actually in existance in 

middle level schools has been corroborated by the 

findings of the 1982 National Study of Schools in the 

Middle (Valentine et al., 1982, 1983). 
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There is some research available which supports 

the contention that nit isn't the system, the 

organization, the facilities, or the finances that are 

the key to improvement in the learning of a child. 

Rather, the key is the relationship between the teacher 

and the learner" (Roe & Drake, 1980, p. 199). Aspy and 

Roebuck (1977) have conducted numerous investigations 

into the relationship between teacher use of certain 

interpersonal skills in the ongoing context of teaching 

cognitive content and various dimensions of student 

learning and behavior. They found a positive 

relationship between teachers' levels of interpersonal 

functioning and student gains in several areas. Students 

of teachers offering high levels of respect were found to 

miss fewer days of school during the year, have increased 

scores on self-concept measures, make greater gains on 

academic achievement measures, present fewer disciplinary 

problems, commit fewer acts of vandalism on school 

property, and be more spontaneous and use higher levels 

of thinking. In addition, these benefits were 

cumulative: the more years in succession the students had 

a higher functioning teacher, the greater the gains when 

compared with students with lower functioning teachers. 
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Additionally, Alexander and George (1981) describe 

the teacher characteristics presumed necessary for 

conducting a successful advisor-advisee group. Teachers 

are requried ·on1y to be themselves. They are invited to 

display the same kind of characteristics that are found 

in good friendships, good teaching, and helping 

relationships in general (p. 98). Most specifically, 

they should be accepting of the students, they should be 

able to communciate clearly, and they should exhibit 

positive regard, empathy, and honesty in their 

interactions with their advisees. One study conducted to 

determine whether specific teacher training, i.e., 

Teacher Effectiveness Training, would make a difference 

in students' self-concept revealed no significant 

difference between students in teacher/advisor groups 

where the teacher advisors had received training and 

students in teacher/advisor groups where teachers 

received no training (Galloway, 1977). The consensus in 

the literature seems to be that the essential 

qualifications for teachers working with students in a 

teacher/advisor program are empathy and the ability to 

work with many different types of pupils. 
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~ Teacher/Advisor Program: 
Pllrposes a.rul Benefits 

Literature supporting the assumption that 

classroom teachers be an integral component of the 

guidance process surfaced in the authoritative junior 

high school work of Smith (1925), Koos (1927), and Noar 

(1958), specifically the discussion of homerooms, 

guidance periods, and advisory periods. References to 

the middle school concept of teacher-based guidance 

emphasizing its importance to the affective development 

of preadolescents (e.g., home base, advisor-advisee, 

teacher-advisor, advisory base) have accompanied the 

emergence of middle school programs and environments. 

The major supportive arguments of middle school 

teacher/advisory programs and the benefits derived from 

them cited in the literature are as follows. 

Self-Concept Development 

Self-concept and self-esteem can be enhanced 

through middle school programs. Educational 

psychologists agree that: 

As a stage in human development, transence is 
virtually without parallel. These young people 
undergo dramatic change and reorientation in all 
areas of development: physical, cognitive, and 
social. Consequently, the content of their 
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self-thoughts (self-concept), and their self-satisfaction 
(self-esteem), are subject to a constant state of flux 
(Beane, 1983, p. 64). 

Research on the relationship between self-perception and 

school-related variables indicates that the former 

correlate with academic achievement, participation in 

group activities, behavior, acceptance, and school 

competition; that early adolescents who feel good about 

themselves also seem to have more success in each of 

those areas; and that middle level educators must 

seriously consider the place and power of self

perceptions in school. The school related variables that 

correlate with perceptions of self represent much of life 

and purpose in the school. "Given the central place of 

self-perceptions in the early adolescent personality, the 

school must do whatever it can to enhance those self-

perceptions so that growth and development through this 

stage is as positive and constructive as possible" 

(Beane, 1983, p. 65). 

Teacher/advisory program activities allow schools 

the opportunity to enhance students' self image and thus 

provide a means by which educators can respond to this 

mandate. By utilizing awareness, education, and 

prevention strategies, along with early identification, 
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intervention, and remedial support, schools can provide 

positive and constructive self-perception growth and 

development. According to a report by the Utah State 

Office of Education (1982): 

When teachers appreciate students as human 
beings and know something of their thoughts and 
feelings, and of the problems they are 
struggling to resolve, chances are children and 
youth will actually learn better the academic 
work which is typically associated with the 
instruction program (p. 14). 

Wayne Musholt (1974), Title III ESEA Director of 

Harlem Public Schools in Rockford, Illinois, illustrates 

the kind of action involved in self-enhancing schools 

that utilize the teacher/advisor concept: 

If we are serious about making good self-concept 
development a central objective of the school, 
we must seek ways of modifying educational 
methods that engender negative self-concept. 
The Harlem School District's project aims to 
improve self-concept and develop student 
responsibility by encouraging a two-way flow of 
information between students and teachers. 
Frequent teacher-led homeroom circle discussions 
are a major project activity • • •• Group 
discussions focus on emotional and social 
adjustment based on the idea that the personal 
adjustment of the student is a necessary 
prerequisite for both academic achievement and 
character development. The project encourages 
students to discuss issues related to self
understanding, self-concept, and interpersonal 
relations. A systematic method is employed to 
help students discover themselves and define 
their own roles early in adolescence (p. 69). 
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Because self-concept/esteem are central features in the 

hUman personality, especially for those going through the 

unique stage of early adolescent development, education 

cannot afford to neglect the affective dimension. As 

summed up by Beane (lS83), ·We need to keep the appeal of 

technology and academics in perspective (at bay, if 

necessary) and renew our commitment to personal and 

social development of trans~entsft (p. 70). 

Enhancement of Improved Interpersonal 
Relationships· 

The unique needs of the middle level child demand 

proper support and understanding from adults to prevent 

possible loss to the growing number of adolescents who 

lack self identification in our society. It is vital 

during this stage of development for the child to develop 

·significant other- relationships (Bergmann & Baxter, 

1983). An advisory system is the vehicle for teachers, 

counselors, and administrators to demonstrate their care 

for these children (Moore, 1981). According to Alexander 

and George (1981): 

Every student needs to have a relationship with 
at least one adult in the school which is 
characterized by warmth, concern, openness, and 
understanding. Such a program focuses on what 
has been called the 'Fourth R', relationship: 



interpersonal relationships which produce growth 
for both people involved. Good middle schools 
cannot be places where teachers and students 
pass by each other without recognition or 
attachment, like the stereotypical ships in the 
night (p. 90). 

32 

In addition to their changing relationships with 

adults, especially parents, young adolescents are 

impacted by the increasing importance of peers. Schools 

can encourage "positive" peer interaction by offering 

small-group learning activities and by providing space 

for small groups of students to informally congregate. 

Positive social interactions between adults and students 

are facilitated by teacher/advisor relationships (Dorman, 

Lipsitz, & Verner, 1985). 

Self-Exploration and 
Self-Definition 

Schools can help students to integrate their 

developing capabilities, interests, and relationships 

into a sense of who they are by focusing units in courses 

in these areas. Specifically, the guidance program can 

focus on self-exploration and self-definition in areas 

such as career guidance, family relations, and sexuality 

(Dorman, Lipsitz, & Verner, 1985). The Samuel V. Noe 

Middle School, Louisville, Kentucky, is a case in point. 
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It demonstrates a commitment to giving students 

opportunities for self-exploration and self-definition 

through teacher-based guidance, a twenty-minute daily 

teacher/advisor program where students can express their 

feelings on a host of topics without fear of ridicule 

(Lipsitz, 1984). 

It is hoped that after completing several years in 

the teacher/advisory program, students will gain a better 

understanding of themselves, their abilities and 

limitations, and will have made several important life 

decisions about the future. The teacher/advisory system 

has been designed to give students opportunities to 

explore and clarify a multitude of avenues available for 

each individual in search of a satisfying life outside 

of the school experience (Harper et a1., 1979). 

Development of a Sense of Community, 
Security, and Belonging 

With the demise of the neighborhood school, 

attempts of middle level educators to build a Rhomebase" 

within the school take on considerably more meaning. 

Middle school students are simply too immature to 

function well as complete individuals in an anonymous, 

amorphous institution of five hundred to one thousand or 



more people. The teacher/advisor program continues, 

where the homeroom left off, to work for an educational 
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milieu in which students and teachers feel part of a 

group which students experience as supportive, safe, and 

familiar (Alexander & George, 1981). When all teachers 

become advisors, they provide a warm, safe climate in 

which each student learns to care for and appreciate the 

other students in the group. The potential for students 

helping other students is unlimited. The advisement 

group can become much the same as a good home, a place of 

caring, sharing, and learning (Utah State Office of 

Educatiofi,1982). 

In support of this concept, Hershel Thornburg 

(1982) believes that: 

Early adolescents need a common reference point 
at the beginning of the school day [which] 
provides them with stability and some emotional 
security before they must begin engaging in 
academic work. They maintain social contact 
with their friends/peers, which, however brief a 
period of time, to engage in social interaction~ 
provides security to these youngsters, something 
that is extremely important to most since they 
are either establishing or maintaining 
relationships that are important to them (p. 
276). 

Furthermore, although research on the effects of 

transition on early adolescent self-esteem have yielded 

disparate results, findings do indicate, especially with 
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regard to early adolescent perception of anonymity and 

victimization, a mental health concern for this 

population (Thornburg & Glider, 1984). House Group, a 

form of Teacher/Advisor, provides one method schools may 

use to address this concern. The House Group teacher 

meets with students every day, much as a homeroom teacher 

does. However, the chief goal of House Group is to 

defeat the feeling of alienation found in so many 

students by promoting instead of feeling of connectedness 

to the school community (Goldberg, 1977). 

In addition, advisory programs can provide a more 

positive climate for the total school. Moore (1981) 

noted that when the program is functioning properly, 

communication improves among counselors, administrators, 

and teachers. Each group recognizes the interdependence 

of their different roles and gains a new respect for one 

another's contributiosn to the process of helping 

students. 

Availability of a Different 
Source of Guidance 

The traditional model of Guidance and Counseling, 

where counselors have the responsibility for meeting the 

needs of several hundred students, denies our young 



people the compassionate, nurturing, personalized 

attention vital to their development. The 

counselor/student ratio permits nothing more than a 

perfunctory encounter between professional and student 

(Trump, 1977). Carey (1977) affirms this assumption: 

There is growing recognition that counselors 
cannot find sufficient time to meet the needs of 
all students for assistance to feel good about 
themselves in the school setting. Relationships 
at school are very important to youth. Good 
skill training alone is not effective. Youth 
need other people at school that know them and 
their problems. The report of the California 
Commission for Reform of Intermediate and 
Secondary Education (1975) recommends a 
sufficient number of adult advisers should be 
provided from the instructional and support 
staff so that each learner can identify with and 
relate to at least one adult on a one-to-one 
basis (p. 7). 

Advisory provides each student with at least one 

staff member who has a thorough knowledge of the 

student's strengths, weaknesses, needs, and personal 

growth. Advisory enables each student to have an adult 

advocate in the school, a person who can champion the 

advisee's cause in student-teacher, student-
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administrator, and student-student interactions (Lipsitz, 

1984). 
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A Model Democracy in Microcosm 

Perhaps the democratic process that 

teacher/advisor programs provide as models should be a 

vital living and learning experience--a personal way of 

life for any citizen of the school. W. D. Barnes (1977) 

offers a conceptual framework worthy of consideration. 

The focus of his Theory of Democratic Process is how 

people in the schools relate to each other--the web of 

human relationships in the classroom and beyond. Of 

primary concern is creating personal relationships which 

take into account the facts that each individual in a 

democracy is unique with desires and needs to be treated 

as a special person and that young people develop their 

self-concepts and their personalities from their 

relationships with people around them. Schools should 

provide congenial atmospheres of learning and living 

which continually affirm the existence and high value of 

each of these young people through personal 

relationships--warm, personal, equal, and productive 

relationships in which each person sees himself as having 

expanding choices. 

Also relevant to a democratic society but of 

particular interest to the needs of an Information Age 



decisions concerning multiple aspects of their lives 

(Keefe, 1975). In addition, Boyer (9183) points out 

that: 

We should never lose sight of the fact that 
school is home for many students. It may be the 
only place where they can receive support to 
help ease the pain of personal trauma and 
encouragement to experience their nyouth"-
hopes, fears, success, failures, acceptance, 
rejection--in all of its physical and emotional 
turbulence. 
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The American public is constantly appalled by the 

indifference, apathy, brutality, violence, and lack of 

morals in our society which confront it on a daily basis. 

It often looks to educators to help correct such wrongs, 

if not blaming them for contributing to their existence. 

The teacher/advisor program would appear to be a means of 

alleviating, if not diminishing, the prevalence of these 

negative factors. At the least, the presence of this 

type of program demonstrates public education's 

commitment to the improvement of society as a whole. 

Selected Successful Teacher/Adyisor Programs 

A thorough examination of the literature in this 

field reveals a multitude of descriptions of the "model" 

teacher/advisor program. Authors describe the design, 

the ideal characteristics, the role of the teacher, the 
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role of the counselor, the role of the administrators, 

types of activities, and desired outcomes (Aiken, 1978a, b; 

Bohlinger, 1977; Fillenberg, 1985; Georgiades, 1978; 

"Harper, 1979; Trump, 1977). Very little has been written, 

however, about specific successful programs presently 

operating in the nation's middle schools. 

Alexander and George (1981) include a description 

of a few successful programs. The North Marion Middle 

School, Citra, Florida, has been in operation for over a 

decade. The special feature of this program is small 

group guidance. Only academic team teachers have 

advisees, approximately 40 students. Because of a seven

period day, these teachers have a planning period and a 

teacher/advisor period r each at different times during 

the day. However, on Mondays each teacher has a double 

planning period, when all of the teacher's advisees go 

to physical education class. Each of the successive 

weekdays most of each teacher's students go to physical 

education while only nine or ten remain with the teacher 

for small group guidance. Thus, each student has four 

periods of physical education and one period of small 

group guidance with their teacher weekly. The North 

Marion model allows teachers to experience relationships 
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with a large number of students but meet with them in 

unusually small groups. Additionally, it allows teachers 

to plan one activity for the week and repeat it Tuesday 

through Friday. These factors appear to account for the 

program's popularity and longevity. 

A similar program exists at Rusk Middle School in 

Nacogdoches, Texas (Alexander & George, 1981). Teachers 

have one planning period and one period of 

teacher/advisor time during a seven-period day. Because 

the school is organized in interdisciplinary teams with 

common planning and teacher/advisor times, each team 

meets with their advisees at a different time of the day. 

Also, students on the teams are scheduled for physical 

education and unified arts during their teachers' 

advisor-advisee time. To build strong one-to-one 

relationships with each of their advisees, teachers draw 

advisees out of either physical education or unified arts 

on whatever basis is required, usually one or two 

students at a time. This time is also scheduled for 

parent conferences. Strongly committed to this program, 

the school administration has sought to secure 

endorsement of the local chamber of commerce for the 

release of parents from work to attend conferences. 
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A few programs emphasize daily meetings involving 

the same teacher and group of students to foster a sense 

of community. Spring Hill, Mebane, and Lincoln Middle 

Schools in Alachua County, Florida, have been operating 

daily teacher/advisor programs for over five years. 

Every certified teacher in the school has a group of 

advisees, and groups meet for the first thirty minutes of 

each day, combining homeroom and advisory 

responsibilities (Alexander & George, 1981). 

At Stroudsburg Middle School, Stroudsburg, 

Pennsylvania, the teacher/advisor program consists of 

thirty minutes at the beginning of the day and fifteen 

minutes at the end of the day. The unique feature of 

this program is the division of the morning time into 

formal and informal sections. As students arrive, the 

teacher is able to greet each one before the formal, 

. structured activity is begun. The quarter hour at the 

end of the day is also intended as a formal 

teacher/advisor time, which encourages unscheduled 

informal contact after school is dismissed (Alexander & 

George, 1981). 

Tennant (1981) cites the Vena do Middle school 

Advisement Program in Irvine, California, as one which 



has consistently been rated exemplary by state and 

district review teams. At Venado each advisement group 
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is kept at twenty or less students in order to assure a 

more personalized approach. This is accompanied by 

having all certificated personnel act as adviserso 

Recognizing that occasionally a student will not be able 

to establish a workable relationship with a particular 

adviser, provision is made to allow students to ch~ngei 

however, changes are discouraged in order to nurture 

teacher/advisor relationships during both good and bad 

times. The groups meet on a daily basis the firs, thing 

each morning for ten minutes, with the Tuesday meeting 

extended to forty minutes to focus on activities related 

to the goals of the advisement program. Advisors 

maintain folders on each advisee and meet with them and 

their parents twice each year minimally to set student 

goals and assess progress. The Advisement Program at 

Venado has become such an integral part of the 

environment that all planning, whether educational or 

extra-curricular, tends to be tied back to the program. 

Perhaps the most glowing description of a 

successful teacher/advisor program in operation in a 

middle school is the one provided by Lipsitz (1984). 
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Shoreham-Wading River Middle School is a "luminous 

example of unconditional dedication to the academic, 

personal, and social growth of its early adolescent 

students; it reverberates with originality" (p. 130). 

Every school day begins with Advisory, a commitment by 

the middle school and the school board of 75 minutes. 

From 7~50 to 8:28 a.m., when some students come to school 

on an early bus run for band or chorus, every student has 

a one-to-one talk with his advisor at least once monthly. 

From 8:30 to 8:40, the start of the regular school day, 

homeroom activities are conducted in advisory groups, 

which range from six to thirteen students because all 

full time professional staff members participate as 

advisors. Finally, from 8:40 to 9:05 the entire school 

participates in Sustained Silent Reading, a part of 

Advisory which enables students to enjoy a peaceful, 

quiet time. In addition, the advisor, having obtained 

grades and comments from each advisee's teachers, holds 

parent-teacher conferences at least twic~ a year, and 

handles routine disciplinary matters as well. Advisory 

Gallows the students to look at the total picture of what 

is happening to them and to have guidance and support in 

doing so" (p. 131). 
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It is evident that some middle schools have, in 

fact, implemented and sustained successful 

teacher/advisor programs. The extent, however, to which 

this has been accomplished nationally will remain unknown 

until additional research is conducted. 

Related Research; Self-Concept Studies 

During the past two decades self image has been 

the focus of an increasing number of empirical 

investigations, especially as it relates to early 

adolescent cognitive, social, and emotional 

development. Researchers have isolated vertical 

articulation, or transition from the elementary school to 

the middle level environment, as one factor associated 

with a significant deterioration in self-perceptiono 

Simmons et ale (1973) found that twelve-year-olds 

were more likely to exhibit an increase in self image 

disturbance than eleven-year-olds because the former have 

moved into junior high school. Blyth et ale (1978) 

reported that seventh graders who went into junior high 

school felt less positively about themselves and felt a 

high degree of anonymity within their school environment. 

Also, males were much more likely to experience an act of 
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victimization. Similarly, Rosenberg (1975) suggested 

that transition to a different school contributes to a 

disturbance in self image among adolescents. In an 

extensive study of six different grade level 

configurations (K-8, 4-6, 5-8, 6-7, 6-8, 7-9) Thornburg 

and Jones (1982) observed that ent~y level students 

exhibited higher levels of anonymity and victimization 

than their elder cohorts. 

A second area which has been the focus of research 

on self-concept is the relationship of gender to other 

measures. In a study of 8- to l5-year-olds, Simmons and 

Rosenberg (1975) reported that girls possess a somewhat 

lower self-esteem and markedly higher self-consciousness 

than did boys. Additionally, while both sexes showed an 

increase in self-consciousness during early adolescence, 

the increase was much sharper among girls. In a related 

study, Yee and Flanagan (1985) also addressed the 

relationship of self-consciousness to self-esteem. 

Results indicated that students with low self-esteem 

consistently reported higher self-consciousness and 

suggested -that dissatisfaction with the self sensitizes 

one to others' scrutiny and [to] evaluations of the self,P 



thus tending to diminish one's sense of self-worth (p. 

66) • 
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Jones (1981) provides insight into the 

consideration of sex differences as related to self

esteem and anonymity. Males' perceptions of anonymity in 

the school environment are significantly greater than 

those reported by females, a finding consistent with 

earlier reports (Blyth et al., 1978). Furthermore, the 

anonymity--self-esteem relationship demonstrated in this 

study suggests "that adolescents who have a sense of 

being 'known' also exhibit higher self-esteem" (p. 288). 

In a subsequent study Jones and Thornburg (1985) 

attempted "to statistically control the mediational 

effects of gender, grade, age, and educational transition 

on a host of early adolescent social characteristics" (P. 

231). The findings included the following: (1) females 

in grades 7-9 expressed significantly higher levels of 

self-esteem than their male cohorts, and (2) transition 

occurring at lower grade levels is more likely to affect 

early adolescent self-esteem than later structural 

transitions. 

Clark and Clark (1982) attempted to determine 

whether school structure makes any difference -in meeting 
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the early adolescent's need for developing self-esteem, 

feelings of security, and new social and sex roles R (p. 

242). The findings indicated that students in the 6-8, 

5-8, and K-8 structures register the highest self-esteem 

scores and the lowest perception of threat or 

victimization. 

In a five-year longitudinal study of early 

adolescents' adjustment to school transition, Blyth, 

Simmons; and Carlton-Ford (1983) compared students in an 

8-4 and 6-3-3 configuration moving from the sixth to the 

seventh grade as well as the second transitions into 

high school. The study measured self-esteem and 

anonymity. Transition into seventh grade for students 

entering junior high school had some disadvantageous 

consequences. Girls had significantly lower self-esteem 

than their K-8 counterparts and experienced another drop 

in self-esteem when they made the transition to high 

school. First transition, however, appeared to be 

the more difficult and had a longer lasting effect. 

Males experienced little disruption of self-esteem due to 

transition in either group. The apparent lack of serious 

self-esteem disturbance in the K-8 cohort suggests that 

timing of the transition, especially for girls, is a 
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major factor. That, a transition made too early can 

have relatively long lasting negative effects while one 

made at a later developmental stage may be made without 

serious negative consequences. With respect to perceived 

anonymity, the study showed consistent and short term 

disruptive effects due to transitions regardless of the 

grade level at which the transition occurred. 

A third focal point in the study of self-concept 

has been age. Thornburg and Glider (1984) found no 

difference in any measures of early adolescents by schoOl 

structure or overall configuration but they did find that 

age was more predictive of shifts in social perceptions. 

Seventh grade students who came from outside the school 

system reported the highest grade of perceived 

anonymity. Also, females reported higher perceived 

victimization scores at each grade (6 and 7) and at ages 

eleven and twelve. In general, seventh grade early 

adolescents reported higher anonymity than sixth graders, 

and anonymity was also found to increase with age for 

both sexes. Females at all age and grade levels 

consistently reported higher self-esteem than males. An 

interesting additional conclusion indicated that early 

adolescents ·preferred classroom teachers who provided a 
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personal support base n (p. 403), which reinforces the 

similar findings of Blyth et al. (1978) concerning a 

student's being known as a factor in high self-worth. 

Thornburg and Glider recommend additional careful study 

of the nature of adolescent-adult interaction and the 

subsequent impact on early adolescents. Obviously, this 

has particular significance in relation to the 

teacher/advisor programs in middle schools. 

Summary 

There is a history of educational innovations, 

evident from this review of the literature, implemented 

as a means of improving the quality of education. It 

often appears that educators are guilty of -jumping on 

the bandwagon,· incorporating a new program, methodology, 

or organization, without having empirical data to justify 

such change. This excathedra attitude places the 

credibility of educators in jeopardy. 

At various times during the past 100 years, 

educators have presumably identified the needs of 

emerging adolescents and made some attempts to respond, 

although of varying desrees of commitment and duration. 

Perhaps what is most evident is that as times change, 



51 

educators must reevaluate their students' needs and the 

programs designed to meet them. 

Much has been written espousing the virtues of the 

teacher/advisor program, yet very little research has been done 

to verify if it, in fact, accomplishes what its proponents 

claim. Educators need to examine the effects of such 

programs, specifically whether they are positive or negative. 

It is assumed that the essential element in all successful 

related school endeavors is a positive self image. If the 

teacher/advisor program does not enhance self image, it 

ceases to be a vital component of intermediate educational 

environments. 

Determining specifically what effects a 

teacher/advisor program has will aid educators in 

planning and modifying programs suited to the needs of 

the emerging adolescent population. It is apparent that 

an examination of the effects of a teacher/advisor program 

on student self image based on a multi-dimensional 

research base is not only necessary and appropriate at 

this time but perhaps long overdue. 



CHAPTER 3 

METHODS 

The following methodology was utilized to examine 

the effect of a teacher/advisor program upon seventh 

grade students' self image. 

Population 

The two schools used in the study were located in 

the southeastern part of Arizona. The community was 

primarily Hispanic (approximately 6~ percent), Anglo 

(approximately 3~ percent), and other (approximately l~ 

percent). There was a moderate range of socioeconomic 

status which included middle to lower class. Most family 

structures were two-parent working/career or one-parent 

families. 

The control group came from a 7-8 junior high 

school with an enrollment of 756. It was the oldest 

intermediate educational environment in the school 

district, operating with a traditional six-period daily 

schedule and utilizing a departmental organization. 

52 



53 

The experimental group carne from a 6-7 middle 

school with an enrollment of 662 students. It was in its 

first year of operation. From its inception, the school 

was conceived as a model of the middle school philosophy. 

The principal and the staff were specifically selected 

because they were committed to implementing that 

philosophy. 

Teacher/Advisor Program 

Prior to the opening of the school, staff received 

weekly inservice training from University of Arizona 

secondary education professors for a period of five 

months covering all areas of established research 

pertaining to middle school philosophy and goals, 

environment, organization, curriculum, and instruction. 

Specific components incorporated to meet the needs of the 

early adolescent in transition included flexible 

scheduling, interdisciplinary team teaching, extended 

teacher/advisory program with a homebase and activity 

period, and an emphasis on intramurals. The entire staff 

participated in a two-day intensive workshop focusing on 

communication/mediation skills necessary for a successful 

teacher/advisor program just prior to the opening of the 
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1985-86 school year. The model of teacher/advisor 

program that the staff selected allows teachers and 

students to interact on a personal basis twice a day: a 

daily ten-minute homeroom during which students listen to 

announcements and receive their daily schedule, with the 

remaining time used for discussion of student concerns; a 

daily twenty-minute period after lunch which is devoted 

to teacher/advisor activities based on monthly topics, 

i.e., Orientation for September, Test-taking and Study 

Skills for October, and broken down into weekly 

activities. The prescribed weekly activities were as 

follows: 

Monday 

Tuesday 

Kidsworld (group discussion on school 
concerns) 

Independent study (self study, peer 
tutoring, teacher tutoring, or resource 
remediation) 

Wednesday Study/listening skills 

Thursday Independent study 

Friday Student choice 

All students and teachers in the school participated in 

the teacher/advisor program, thus enabling the school to 

have a 22.1 ratio of students to advisors. 
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Sample 

The sample consisted of 145 seventh grade students 

from two middle level schools, located in the 

southeastern part of Arizona. The experimental group was 

comprised of 73 students; 37 were male and 36 were 

female. The control group consisted of a total of 72 

students participating; both males and females numbered 

36. 

Erocedures 

A quasi-experimental pretest-posttest control 

group design (Campbell & Stanley, 1966) involving one 

experimental group and one control group with multiple 

measures of self image was employed to provide answers to 

the research questions. 

Since the experimental school had previously 

arranged to implement certain components of the 

teacher/advisor program, a true experimental design was 

not feasible. 

Specifically, all seventh grade subjects at each 

of the two sites completed the pretest and posttest. An 

effort was made to assure a representative population. 

Samples of seventh graders who took both the pretest and 

the posttest were specifically generated for two reasons: 



(1) to make inferences about the schools' populations, 

and (2) to meet the assumption of normality for the 

subsequent statistical analysis. 

Experimental Group I 

Control Group II 

Design 

01.1 

02.1 

Xl 01.2 

02.2 
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The treatment was as follows: Initially, all 

subjects responded on the same pretest (el.l, 02.1). 

Then, subjects in the Experimental Group received a 

thirty minute per day teacher/advisor program (i.e., Xl 

for nine weeks). Subjects in the Control Group received 

no teacher/advisor treatment. After a nine week 

interval, sUbjects in both the Experimental group and the 

Control Group responded to the same posttest (i.e., 01.2, 

02.2). 

~ 

A questionnaire was utilized to assess the effects 

of the teacher/advisor program on seventh grade students' 

self image (see Appendix A, Personal Opinion Survey, 

POS). All seven scales were reproduced verbatim from the 

nine-scale questionnaire used by Jones (1984) in his 

study of mediational effects of school transition upon 

early adolescents' self image. The measures of Self-
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Consciousness, Perceived Self-Image, Self-Esteem,· 

Victimization, and Anonymity corne from the original work 

of Simmons et ale (1973, 1975, 1978, 1979) and Blyth et 

ale (1978, 1983) assessing the effects of transition 

relative to early adolescent self image. The two adjunct 

measures of self-esteem are the Rosenberg (1965) Self

Esteem Scale and the Savin-Williams and Demo (1983) SeJf

Esteem Inventory. 

Jones (1984) modified the original self-image 

measures by combining all of them into one questionnaire, 

dismantling the scales, and randomly reassigning all 

items to the Personal Opinion Survey (POS). Slight 

modification of the response categories facilitated 

transformation from interview to questionnaire format. 

The final form of the PCS was composed of four different 

formats: 9-point Likert format (Perceived Self-Image); 5-

point Likert format (Rosenberg Self-Esteem Scale, 

Savin-Williams and Demo Self-Esteem Scale, and the 

Anonymity Scale) 1 3-point forced choice format (Simmons 

Self-Esteem Scale) 1 and a 2-point forced choice format 

(Self-Consciousness Scale, Victimization Scale). The POS 

used in this study was composed of these four formats 
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encompassing seven different self-image variables (multi

trait). 

Under the larger umbrella of self concept, or ·Who 

am I?" (perception of self), is self esteem, or how an 

individual feels about himself, either positively or 

negatively. The Simmons et ale (1973) Self-Esteem Scale 

(Appendix B) is a six-item Guttman index which measures 

"the individual's general overarching feeling toward 

himself" (p. 556). Based on this definition, the 

individual with high self-esteem considers himself to be 

a worthy person, though not necessarily above others. On 

the other hand, a person with low self-esteem has a 

negative attitude about himself, one of rejection, 

dissatisfaction, or contempt. Jones (1984) indicated 

that the Simmons self-esteem instrument shares an 

acceptable correlation (r=-.75, .72) with the Rosenberg 

(1965) and Savin-Williams and Demo (1983) Self-Esteem 

Scales (Convergent Validity) respectively, and 

additionally reported internal consistency at alpha=.77. 

The ten-item Rosenberg Self-Esteem Scale (1965) 

(or slight modifications thereof) has been employed 

extensively in adolescent self-concept research (see 

Appendix C). According to Jones (1984), Rosenberg's 
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(1965) effort to create a unidimensional measure of 

global self-regard has repeatedly proven highly 

successful as all ten items generally address a favorable 

or unfavorable attitude toward self despite the scale's 

less than scientific construction. Subsequent analyses 

confirm the psychometric appropriateness of Rosenberg's 

(1965) self-esteem scale. The following are reported 

estimates of internal consistency: Jones (1981), 

a1pha=.73; McCarthy and Hodge (1982), a1pha=.74; Jones 

(1984), a1pha=.85. Additionally, Jones (1984) indicated 

that the Rosenberg self-esteem instrument shares an 

acceptable correlation (r=.75, .82) with the Simmons and 

Savin-Williams and Demo Self-Esteem Scales (Convergent 

Validity) respectively. 

The Savin-Williams and Demo (1983) Self-Esteem 

Scale (Appendix D) is composed 6f 25 items that address 

perceptions of self in conjunction with familial 

expectations, self-confidence, popularity, contentment, 

self-consciousness, and emotional stability. Information 

related to the psychometric properties of this instrument 

was provided by Jones (1984) indicating that the Savin

Williams and Demo self-esteem instrument shares an 

acceptable correlation (r=.82, .72) with the Rosenberg 
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(1965) and Simmons (1973) Self-Esteem Scales (Convergent 

Validity) respectively. Additionally, Jones reported 

coefficient alpha=.88. 

The Simmons et al. (1973) Self-Consciousness 

instrument (Appendix E) is a seven-item Guttman scale 

intended to assess the importance of self to the 

individual. The scale distinguishes perceptions of self

importance from the perceived importance of all things 

external to the individual: giving as opposed to 

receiving attention (Simmons & Rosenberg, 1975). High 

scores on the Scale denote a disproportionate level of 

self-importance and, moreover, high self-consciousness. 

Jones (1984) reported internal consistency at alpha=.74. 

The Simmons et ale (1973) Perceived Self-Image 

Scale (Appendix F) attempts to elicit respondents' 

perceptions of how they felt significant others viewed 

them. In line with this, Simmons et ale (1973) contend 

that the number of perceived selves is limited to the 

people with whom the individual interacts as well as 

those by whom the individual is evaluated. The Perceived 

Self-Image Scale specifically elicits perceptions 

concerning how parents and teachers view the respondent. 



Jones (1984) reported coefficient alpha=.81 for this 

scale. 
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The Victimization Scale (Appendix G) is designed 

to measure wan assault, robbery, or theft of unknown 

seriousness which happened to the respondent in or around 

school" (Blyth et al., 1978, p. 153). Although the scale 

was initially intended to differentiate the existence or 

non-existence of victimization, a Likert formate 

facilitates examination of the degree of victimization, 

or the extent to which a person is a victim. Internal 

consistency for the modified version of the victimization 

scale was estimated at alpha=.5l, .51 (Jones, 1981, 1984, 

respectively). 

Anonymity (Appendix H), another scale created by 

Blyth et a1. (1967) is composed of four questions which, 

according to Jones (1981), "are concerned with the 

reciprocal relationship of knowing versus not knowing 

other students and teachers" (p. 285). Reported 

estimates of internal consistency have ranged from 

a1pha=.58 (Blyth et al., 1978) to alpha=.62 (Jones, 

1984). 
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Hypotheses 

The following null hypotheses were tested: 

H: There will be no difference in mean self 
1 

image scores (on each of the seven dimensions of self 

image assessed by the POS) between the group which 

participates in a teacher/advisor program and the group 

which does not participate in a teacher/advisor program. 

H: There will be no difference in male and 
2 

female students' mean self image scores between those 

students who participate in a teacher/advisor program and 

those students who do not participate in a 

teacher/advisor program. 

Treatment 2f ~ 

Prior to hypothesis testing, the psychometric 

appropriateness for using the seven measures of self 

image included in the POS with the selected sample of 

early adolescents was examined by computing Cronbach's 

(1951) coefficient alpha to estimate internal consistency 

for the Likert response formats of the anonymity scale, 

perceived self image scale, Simmons self-esteem index, 

Rosenberg's self-esteem scale, and the Savin-Williams 
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self-esteem scale. Similarly, the Kuder-Richardson (KR-

2~) coefficient was computed for the self-consciousness 

and victimization scales, which both employ dichotomous 

formats. 

Zero-order correlation coefficients were computed 

between the seven self image constructs to estimate 

divergent and convergent validity between all measures. 

Separate multitrait-homemethod matrices, one for each 

assessment occasion, were constructed to establish 

validity, within the PCS (Campbell & Fiske, 1959). 

Pearson correlation coefficients relating 

responses for each administration of the PCS were 

computed separately for each self image measure to obtain 

estimates of measurement stability over time, namely 

test-retest reliability (Glass & Stan!ey, 1970). 

Null Hypothesis (H ) was tested using multivariate 
1 

analysis of variance (MANOVA) with seven dependent self 

image variables, i.e., three self-e,steem, perceived self

image, self-consciousness, victimization, and anonymity 

scales, and one independent variable which was a grouping 

factor (two different conditions of treatment) with 

repeated measure (pretest and posttest). 
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Null Hypothesis (H ) was tested using a two-factor 
2 

(Respondent Gender-2 X Grouping Factor-2) MANOVA with two 

independent measures, one being respondent gender and the 

other being grouping factor, and seven dependent 

measures, the seven dimensions of self image. 



CHAPTER 4 

FINDINGS 

The purpose of this study was to examine the 

effects of a teacher/advisor program upon seventh grade 

students' self image. This chapter presents findings 

that emerged from the methods and procedures described in 

Chapter 3. To enhance the meaningfulness of this 

discussion, several preliminary analyses were conducted 

to examine the psychometric properties of the dependent 

measures employed in this investigation. A description 

of measurement reliability and validation procedures 

precedes the presentation of this study's results. Each 

of the two hypotheses is discussed separately and 

reported in terms of intergroup comparisons and 

intragroup change for each dimension of self image. 

An Analysis Qf ~ Psychometric Appropriateness 
gL ~ Personal Opinion Survey 

Several correlational analyses were computed to 

estimate reliability and validity for each measure of 
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self image represented in the POSe Identical statistical 

procedures were applied to the data which was gathered 

for each of the two measurement occasions. Reliability 

coefficients were generated for all of the dependent 

measures to assess the internal consistency of each self 

image construct; and Pearson correlation coefficients 

were generated between measures to estimate convergent

divergent validity. The resultant coefficients are 

arranged in accordance to Campbell and Fiske's (1959) 

multitrait-homomethod format and presented in Tables 1 

and 2. 

Reliability 

Estimates of internal consistency for the 

anonymity scale, perceived self image scale, the Simmons 

self-esteem index, Rosenberg's self-esteem scale, and the 

Savin-Williams self-esteem measure were obtained by 

calculating Cronbach's (1951) coefficient-alpha for each 

measure. Similarly, the Kuder-Richardson (KR-2B) formula 

yielded comparable reliability estimates for the measures 

of self-consciousness and victimization. The resultant 

reliability coefficients are presented separately for 

each measurement occasion in the diagonals of the 

multitrait-homomethod matrices depicted in Tables 1 and 

2. 



Table 1. Multitrait-Homomethod matrix containing convergent-divergent validity 
estimates and internal consistency coefficients for measures of self 
image at time 1. 

1 2 3 4 5 6 

1 Anonymity (.67)* 

2 victimization -.08 ( .30) 

3 Self-
Consciousness .22 .12 ( .67) 

4 Perceived Self-
Image -.07 -.12 -.16 ( . 77) 

5 Simmons Self-
Esteem -.14 -.21 -.19 .37 ( . 72) 

6 Rosenberg Self-
Esteem -.22 -.12 -.23 .43 .73 ( . 84) . 

7 Savin-Williams 
Self-Esteem -.28 -.12 -.30 .35 .69 .76 ( • 85) 

7 

*Note: Diagonal elements are estimates of internal consistency; off-diagonal elements 
estimates represent inter-scale correlations. 

m 
...... 



Table 2. Multitrait-Homomethod matrix containing convergent-divergent validity 
estimates and internal consistency coefficients for measures of self 
image at time 2. 

1 2 3 4 5 6 7 

1 Anonymity (.75)* 

2 Victimization .12 ( • 35) 

3 Self-
Consciousness .19 .11 (.65 ) 

4 Perceived Self-
Image -.03 .01 -.09 (.79) 

5 Simmons Self-
Esteem -.29 -.15 -.35 .26 ( • 75) 

6 Rosenberg Self-
Esteem -.21 -.04 -.26 .39 .55 ( • 83) 

7 Savin-Williams 
Self-Esteem -.31 -.14 -.42 .39 .61 .73 (.85) 

*Note: Diagonal elements are estimates of internal consistency; off-diagonal elements 
represent inter-scale correlations. 

0\ 
co 
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As shown in Table 1, with the exception of the 

victimization scale, all measures yielded acceptable 

levels of inter-item consistency during the initial 

administration of the Personal Opinion Survey. The 

reliability estimate of .30 for the victimization scale 

is, unfortunately, weak when compared to the other 

measures (as well as the unwritten standards presented in 

the literature). Excluding victimization, reliability 

coefficients generated for this study ranged from 

alpha=.67 (for the anonymity and self-consciousness 

scales) to alpha=.85 (for the twenty-five item Savin

Williams self-esteem index). These estimates of 

reliability are identical to the range reported by Jones 

(1984) of alpha=.68 (anonymity scale) to alpha=.85 

(Savin-Williams self-esteem index). 

In sum, reliability estimates emerging from the 

initial administration of the POS indicated that six of 

the seven self image measures possess acceptable levels 

of internal consistency (namely: anonymity [.67], self

consciousness [.67], perceived self image [.77], Simmons' 

self-esteem [.72], Rosenberg's self-esteem [.84], and 

Savin-Williams self-esteem [.85]) but, the victimization 

scale appears unacceptable. 
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Reliability estimates corresponding to the second 

administration of the POS (the diagonal elements of table 

2) are similar to those obtained from the initial 

administration (Table 1) and, with the exception of the 

victimization scale, these coefficients also correspond 

to the five administration os the POS reported by Jones 

(1984) in his study of mediational effects of school 

transition upon early adolescents' self image. Jones 

(1984) reported reliability estimates averaged over five 

measured occasions as follows: anonymity (alpha=.75); 

victimization (KR-20=.4l); self-consciousness (KR-

20=.76); perceived self image (alpha=.82); Simmons self

esteem (alpha=.82); Rosenberg self-esteem (alpha=.88); 

Savin-Williams self-esteem (alpha=.90). A comparison of 

these coefficients, along with those available in the 

literature (Chapter 3 of this report), and those 

presented in Tables 1 and 2 above, corroborates the 

appropriateness for using these measures with early 

adolescent populations. 

Convergent-Divergent Validity 

Zero-order correlation coefficients were computed 

between the seven self image constructs to estimate 

divergent and convergent validity between all measures. 
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The resulting estimates of validity are presented in the 

off-diagonal positions of the multi-trait homomethod 

matrices illustrated in Tables 1 and 2. The direction of 

the observed inter-scale correlations is consistent over 

time and the strength of each coefficient is only 

slightly different from the first measurement occasion to 

the last measurement occasion. 

Consistent with the convergent-divergent validity 

estimates reported by Jones (1984), the three measures of 

self-esteem shared considerable variance with one 

another, an indication that each scale addresses a 

similar construct. The Savin-Williams and Rosenberg 
2 

measures exhibited the highest correlation (r =55.5%), 

and the Simmons measure was significantly related to each 
2 2 

of these (r =42.3%; and r =41% respectively). The three 

self-esteem scales were also positively and significantly 

related to the perceived self image scale. Again 

consistent with Jones (1984), self-consciousness yielded 

a weak, negative relationship with all three self-esteem 

measures and was positively related to the anonymity 

scale (r=.22). Furthermore, victimization and anonymity 

shared a negative relationship with perceived self image 

and all three measures of self-esteem; and, relationship 



between anonymity and victimization was nonsignificant 

(r=.02). 
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The validity coefficients presented in Tables 1 

and 2 confirm the range of similarities and differences 

shared by the measures of self image incorporated within 

the POSe 

Test-Retest Reliability: Repeated Assessment 
and Stability Qf Measurement 

Pearson correlation coefficients relating 

responses for each administration of the POS were 

computed separately for each self image measure to obtain 

estimates of measurement stability over time (Glass & 

Stanley, 1970). Examination of Table 3 indicates that 

all seven self images measures evidenced moderate levels 

of consistency from pre to post assessment. 

A noteworthy observation involves the relationship 

between estimates of internal reliability (Tables 1 and 

2) and measurement stability over time (Table 3). As 

shown, the victimization scale emerged as the least 

reliable on both dimensions; conversely, the Savin

Williams self-esteem scale manifested the highest 

estimates of internal consistency as well as the highest 

test-retest correlations indicative of stability over 

time. 



Table 3. Zero-order correlation coefficients representing test-retest reliability 
(scale stability) for each of the seven self image measures. 

T 

i 

m 

e 

2 

1 2 3 4 5 6 7 

Tim e 1 

1 Anonymity· ( • 36) * 

2 Victimization .01 ( . 20) 

3 Se1f-
Consciousness .21 .03 ( . 48) 

4 Perceived Se1f-
Image .02 -.OB -.03 ( . 41) 

5 Simmons Se1f-
Esteem -.18 -.20 -.22 .16 ( • 53) 

6 Rosenberg Se1f-
Esteem -.11 -.10 -.25 .35 .50 (.63) 

7 Savin-Williams 
Self-Esteem -.13 -.11 -.21 .37 .52 .56 ( • 70) 

*Note: Diagonal elements represent test-retest correlations; off-diagonal 
elements represent inter-scale correlations over time. 

-...J 
W 
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Zero-order correlation coefficients computed for 

each self image measure over the two measurement 

occasions resulted in the following estimates for the 

entire nine week interval; anonymity (r=.36), 

victimization (r=.20), self-consciousness (r=.48), 

perceived self image (r=.41), Simmons' measure of self

esteem (r=.53), Rosenberg's measure of self-esteem 

(r=.53), Rosenberg's measure of self-esteem (r=.63), and 

the Savin-Williams' measure of self-esteem (r=.70). 

Overall, the analyses conducted to examine the 

psychometric appropriateness of the POS produced 

sufficient evidence of reliability ~nd validity for six 

of the seven self image measures. Victimization (the 

single exception) was unique as evidenced by low 

correlations with all other measures. Since validity 

without reliability is impossible, caution should be 

exercised when drawing inferences from findings 

associated with this particular measure. 

Hypothesis Testin9 

In order to test both hypotheses, variations of a 

2 factor (grouping condition) analysis of covariance were 

employed. Specifically, the two grouping conditions 

(namely: teacher/advisor versus non-teacher/advisor) were 
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partitioned to create two levels of the grouping factor; 

posttest scores constituted the dependent measure, and 

the pretest scores were entered as covariants. Cell 

means and standard deviations depicting the relationship 

between the seven dimensions of self image and 

measurement occasion for the experimental and control 

groups are presented in Appendices I, J, and K. 

Hypothesis One 

H: There will be no difference in mean self 
I 

image scores (on each of the seven dimensions of self 

image assessed by the POS) between the group which 

participates in a teacher/advisor program and the group 

which does not participate in a teacher/advisor program. 

The first hypothesis addresses the effects of the 

teacher/advisor program across time (time I and time 2 

comparisons). For convenience, these analyses are 

presented in seven separate tables (Tables 4 through l~). 



Table 4. Analysis of covariance results depicting the 
relationship between grouping factor on 
anonymity scores at time 1 and 2. 

Source df MS F p 

76 

----------------------~---------------------------------

Time 

Group 

Within Cell 
(Er ror) 

2 
Note: R =13.3% 

1 

1 

142 

236.70 

2.50 

11.02 

21.49 

.23 

.01 

ns 

Table 5. Analysis of covariance results depicting the 
relationship between grouping factor on 
victimization scores at time 1 and 2. 

Source 

Time 

Group 

Within Cell 
(Error) 

2 
Note: R =8.6% 

df 

1 

1 

142 

MS 

3.20 

3.52 

.50 

F 

6.37 

7.01 

p 

.01 

.01 



Table 6. Analysis of covariance results depicting the 
relationship between grou~ing factor on self
consciousness scores at tl.me 1 and 2. 

Source 

Time 

Group 

Within Cell 
(Error) 

2 
Note: R =22.9% 

df 

1 

1 

142 

MS 

107.64 

o 

2.55 

F 

42.15 

o 

p 

.01 

ns 

Table 7. Analysis of covariance results depicting the 
relationship between grouping factor on 
perceived self image scores at time 1 and 2. 

Source 

Time 

Group 

Within Cell 
(Error) 

df 

1 

1 

142 

MS 

444.34 

154.08 

14.61 

F 

30.41 

10.54 

p 

.01 

.01 

77 

--------------------------------------------------------



Table 8. Analysis of covariance results depicting the 
relationship between grouping factor on self
esteem (Simmons) scores at time 1 and 2. 

78 

--------------------------------------------------------
Source 

Time 

Group 

Within Cell 
(Er ror) 

2 
Note: R =27.7% 

df 

1 

1 

142 

MS 

177.30 

.131 

3.26 

F 

54.44 

13 

p 

.131 

ns 

Table 9. Analysis of covariance results depicting the 
relationship between grouping factor on self
esteem (Rosenberg) scores at time 1 and 2. 

Source 

Time 

Group 

Within Cell 
(Er ror) 

2 
Note: R =40.1% 

df 

1 

1 

142 

MS 

2378.131 

.55 

5.132 

F 

95.133 

2.132 

p 

.131 

ns 
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Table 19. Analysis of covariance results depicting the 
re1ationshi~ between grouping factor on se1f
esteem (Sav1n-Wi11iams) scores at time 1 and 2. 

Source df MS F p 
---------------------------------------------------------
Time 

Group 

Within cell 
(Error) 

2 
Note: R =49.6% 

1 

1 

142 

12717.73 

56.47 

91.25 

139.37 

.62 

.91 

ns 

As shown in Table 4, only time significantly 

affected scores on the anonymity measure. Examination of 

oell means indicate that anonymity scores decreased over 

time regardless of grouping condition. Mean anonymity 

scores for the entire sample at time 1 were (X = 12.83) 

and at time 2 had decreased to (X = 11.37). This 

decrease was statistically significant (p<.95). It can, 

therefore, be concluded that the longer students are in 

school the better they feel other students and teachers 

know them. 

For scores on the victimization scale (Table 5), 

time and group were significant mediators. Mean 

victimization scores at time I were (X = 4.32) and at 
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time 2 had increased to (X = 4.47). This increase was 

statistically significant (p<.05). Examination of cell 

means showed no change in teacher/advisor participant 

victimization scores (X = 4.33 to X = 4.32), and a 

significant increase for participants in the control 

group (X = 4.32 to X = 4.62). These comparisons were 

statistically significant (P<.05). Therefore, it can be 

concluded that exposure to the teacher/advisor program 

tended to suppress increases in perceptions of 

victimization. 

As shown in Table 6, only time affected self

consciousness scores. Mean self-consciousness scores 

decreased from time 1 (X = 11.63) to time 2 (X = 11.50). 

This decrease was statistically significant (p<.05). 

Again, the longer a student is in school the less 

significant the salience of self to the individual. 

External perceptions become more important than self

importance. 

Perceived self image scores were mediated by both 

main effects (Table 7). Mean perceived self image scores 

for time 1 were (X = 19.82) and at time 2 had increased 

to (X = 20.63). This increase was statistically 

significant (p<.05). Examination of cell means revealed 
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a significant group difference. Perceived self image 

scores for teacher/advisor participants decreased 

slightly (~ = 19.97 to X = 19.63) and for the control 

group, perceived self image showed a significant increase 

(X = 19.81 to X = 21.67). These results were 

statistically significant (p<.05). Therefore, it can be 

concluded that students in the control group showed an 

increased in perceived self image. 

Simmons self-esteem scores were mediated by time 

alone (Table 8). Mean self-esteem scores from the 

Simmons scale increased from time 1 to time 2 (X = 13.69 

to X = 13.88). Again this increase was statistically 

significant (p<.05). Thus, it can be concluded that the 

longer a student is in school the more positive his 

global feelings toward himself. 

As shown in Table 9, only time significantly 

affected scores on the Rosenberg self-esteem measure. 

Mean scores increased from time 1 (X = 35.77) to time 2 

(X = 36.09). This increase, again, was statistically 

significant (p<.05). Consequently, it can be concluded 

that the longer a student is in school the more favorable 

his attitude toward self. 
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Table 10 summarizes findings for the Savin

lWillims self-esteem scale. Similar to the other self

esteem measures, significant differences at .95 level 

emerged for the time comparisons only; the grouping 

factor was not significant. Mean Savin-Williams self

esteem scores at time 1 were (X = 82.54) and at time 2 

had increased to (X = 84.99). Thus, the longer a student 

is in school the more positive the attitude he expresses 

about himself. 

Collectively, the results o( this analysis neither 

refute nor support the hypothesis of no difference in 

mean self image scores between the group which 

participated in a teacher/advisor program and the group 

which did not participate in a teacher/advisor program. 

The nine week time interval (pretest and posttest) 

exhibited measurable impact upon all seven self image 

scales; however, group effects of the teacher/advisor 

program were observed in only the victimization and 

perceived self-image scales, with varying results. 

Teacher/advisor intervention suppressed increases in 

victimization and decreased perceptions of self image for 

this group. 
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Hypothesis Two 

H: There will be no difference in male and female 
2 

students' mean self image scores between those students 

who participate in a teacher/advisor program and those 

students who do not participate in a teacher/advisor 

program. 

The last hypothesis, which focuses on subject 

gender and teacher/advisor effects, was tested in a 2 

(grouping condition) X 2 (gender) at time 2 where each of 

the seven self image scales were entered into separate 

analyses and time 1 scores constituted the covariate for 

each. The results of these analyses are presented in 

Tables 11 through 17. 
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Table 11. Analysis of covariance results depicting the 
relationship between respondent sex and 
grouping factor on anonymity scores across two 
measurement occasions. 

Source df MS F p 

Time 1 236.70 21.83 .01 

Group 1 2.63 .24 ns 

Sex 1 35.90 3.31 ns 

Sex X Group 1 10.62 .98 ns 

Within Cell 
(Error) 140 10.84 

2 
Note: R = 15.3% 
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Table 12. Analy~is o~ covariance results depicting the 
relatlonshlp between respondent sex and 
grouping factor on victimization scores across 
two measurement occasions. 

Source df MS F p 

Time 1 3.20 6.33 .02 

Group 1 3.53 6.97 .01 

Sex 1 .06 .12 ns 

Sex X Group 1 .46 .91 ns 

Within Cell 
(Error) 140 .51 

---------------------------------------------------------
2 

Note: R =8.7% 



Table 13. Analysis of covariance results depicting the 
relationship between respondent sex and 
grouping factor on self-consciousness scores 
across two measurement occasions. 

Source df MS F p 

Time 1 107.64 42.19 .01 

Group 1 0 0 ns 

Sex 1 5.36 2.10 ns 

Sex X Group 1 .02 .01 ns 

Within Cell 
(Error) 140 2.55 

2 
Note: R =24.0% 

86 
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Table 14. Analysis of covariance results depicting the 
relationship between res~ondent sex and 
grouping factor on percelved self image scores 
across two measurement occasions. 

Source df MS F p 

Time 1 444.34 30.75 .01 

Group 1 154.24 10.68 .01 

Sex 1 1.00 .07 ns 

Sex X Group 1 51.25 3.55 ns 

Within Cell 
(Er ror) 140 14.45 

--------------------------------------------------------
2 

Note: R = 22.4% 
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Table 15. Analysis of covariance results depicting the 
relationship between respondent sex and 
grouping factor on self-esteem (Simmons) scores 
across two measurement occasions. 

Source df MS F p 

Time 1 177.30 54.70 .01 

Group 1 .01 0 ns 

Sex 1 .04 .01 ns 

Sex X Group 1 8.60 2.65 ns 

Within Cell 
(Er ror) 140 3.24 

2 
Note: R =27.7% 



Table 16. Analysis of covariance results depicting the 
relationship between respondent sex and 
grouping factor on self-esteem (Rosenberg) 
scores across two measurement occasions. 

Source df MS F p 

89 

--------------------------------------------------------
Time 1 2378.01 96.13 .01 

Group 1 .54 .02 ns 

Sex 1 .49 .02 ns 

Sex X Group 1 89.45 3.62 ns 

Within Cell 
(Er ror) 140 24.74 

----------------------~--------------------------------~-
2 

Note: R =40.1% 
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Table 17. Analysis of covariance results depicting the 
relationship between respondent sex and 
grouping factor on self-esteem (Savin-Williams) 
scores across two measurement occasions. 

Source df MS F p 

Time 1 12717.73 137.61 .01 

Group 1 56.21 .61 ns 

Sex 1 6.50 .07 ns 

Sex X Group 1 12.52 .14 ns 

Within Cell 
(ELror) 140 92.42 

2 
Note: R =49.7% 



The time and group effects are the same as 

reported in H ; although no significant difference was 
1 
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found using gender as a variable, cell means determined 

by the analyses are as follows. 

Mean cell scores for anonymity (Table 11) showed a 

decrease for males and females in both the experimental 

arid control group. Experimental male scores decreased 

from X=11.89 to x=11.e8, and female scores decreased from 

X=13.78 to X=11.39; control group male scores decreased 

from X=12.92 to X=12.3l and female scores decreased from 

X=12.7S to X=le.69. The sizable reduction in anonymity 

scores for females in both groups echoes earlier findings 

by Jones (1981) as well as Blyth et all. (1978) in their 

transition studies. 

Sex difference data for victimization (Table 12) 

showed no change in male victimization scores (X=4.27 to 

X=4.27) and a slight decrease for female scores (X=4.39 

to x=4.36) in the experimental group, and an increase for 

both male and female scores in the control group (X=4.S8 

to X=4.7S; X=4.e6 to X=4.Se respectively). 

Both the males and females in the control and 

experimental group showed a decrease in mean self-



consciousness (Table 13). Experimental male scores 

decreased from X=11.16 to X=ll.ll and female scores 

decreased from X=11.97 to x=11.83; control group male 

scores decreased from X=11.47 to X=11.22 and female 

scores decreased from X=11.92 to X=11.83. 

92 

Sex difference data for perceived self image 

(Table 14) showed a decrease for male scores (X=20.30 to 

X=19.l9) and an increase for female scores (X=19.64 to 

X=20.06) in the experimental group, and showed an 

increase for male scores (X=19.69 to X=22.31) and an 

increase for female scores (X=19.92 to X=2l.03) in the 

control group. In general, females tended to demonstrate 

that others considered them more academically capable 

than their male counterparts' sco,res indicated. 

Examination of cell means for Simmons self-esteem 

showed a decrease in male scores (X=13.8l to X=13.73) and 

an increase in female scores (X=l3.64 to X=14.08) for the 

experimental group; conversely, male scores increased 

(X=13.56 to x=14.06) while female scores decreased 

(X=13.75 to X=13.64) for the control group. 

Cell means for Rosenberg self-esteem (Table 16) 

revealed a decrease in male scores (X=36.68 to X=35.76) 

and an increase in female scores (X=35.ll to X=36.47) in 
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the experimental group; in the control group male scores 

increased (X=36.28 to X=37.19) while the female scores 

decreased (X=3S.90 to X=34.94). Both the Simmons and 

Rosenberg instruments indicated the same phenomenon: a 

converse relationship between gender and group for self

esteem. 

Examination of cell means for Savin-Williams self

esteem (Table 17) showed a sizable but not significant 

increase for the experimental group. Male scores 

increased from X=84.73 to X=86.16 and female scores 

increased from X=80.33 to X=83.2S. Control group scores 

also increased, but not as noticeably. Male scores 

increased from X=83.42 to X=B4.S8 and female scores 

increased from X=81.61 to X=82.31. This data conflicts 

with the findings of the other two self-esteem constructs 

since both genders indicate more positive feelings about 

self. 

In conclusion, time was again a significant 

mediator for all seven measurements as were the group 

effects of victimization and perceived self image. 

Examination of the results using gender as a variable 

showed no significant difference in any of the categories 

studied. The null hypothesis was therefore retained. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Much has been written espousing the virtues of the 

teacher/advisor program, yet very little research has 

been done to verify if it, in fact, accomplishes what its 

proponents claim. Without empirical data, the 

credibility of this concept as a vital component of 

educational environments is questionable. 

It is assumed that the essential element in all 

successful related school endeavors is a positive self 

image. Determining specifically what effects a 

teacher/advisor program has on early adolescent students' 

self image will aid middle level educators in assessing· 

its value. 

Purpose 

The purpose of this study was to investigate the 

impact of a teacher/advisor program on early adolescents' 

perception of self image. 

94 
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Sample 

The sample consisted of. 145 seventh grade students 

from two middle level schools, located in the 

southeastern part of Arizona. The experimental group 

came from a 6-7 middle school with a total of 73 students 

participating; 37 were male and 36 were female. the 

control group came from a 7-8 junior high school with a 

total of 72 students participating; both males and 

females numbered 36. 

Procedures 

A quasi-experimental pretest~posttest control 

group design involving one experimental group and one 

control group with multiple measures of self image was 

employed. Representative subjects at each of the two 

sites took the pretest (POS). Subjects in the 

experimental group received a thirty minute per day 

teacher/advisor program for nine weeks. Subjects in the 

control group received no teacher/advisor treatment. 

After a nine week interval, subjects in both the 

experimental and control group responded to the same 

posttest (POS). 



96 

Measurement 

The Personal Opinion Survey (POS) was composed of 

seven self image measures that had been utilized with 

early adolescents in self image research and 

investigations focusing upon school transition. The self 

image constructs included the Blyth et ale (1978) 

measures of anonymity and victimization; the Simmons et 

ale (1973) measures of self-esteem, self-consciousness, 

and perc~ived self image; the Rosenberg (1965) self

esteem scale; and the Savin-Williams et ale (1983) self-

esteem index. 

Treatment Qf Dat£ 

A series of analyses was conducted to examine the 

psychometric properties of the selected self image 

measures prior to hypothesis testing. With only one 

exception, the victimization scale, all measures showed 

acceptable levels of reliability (internal consistency, 

test-retest stability) and validity (convergent and 

divergent). 

Null hypothesis (H ) was tested using multivariate 
1 

analysis of variance (MANOVA) with seven dependent self 

image variables (anonymity, victimization, self-
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consciousness, perceived self image, and the three self-

esteem scales), and one independent variable which was a 

grouping factor (two different conditions of treatment) 

with repeated measure (pretest and posttest). 

Null hypothesis (H ) was tested using a two factor 
2 

(Respondent Gender-2 X Grouping Factor-2) MANOVA with two 

independent measures, one being respondent gender and the 

other being grouping factor, and seven dependent 

measures, the seven dimensions of £elf image. 

Findings 

Time Effect 

Examination of time 1 and time 2 data (pretest to 

posttest) revealed significant effects for all seven 

measures of self image. Time inflated perceptions of 

victimizationy decreased perceptions of anonymity and 

self-consciousness, and elevated perceptions of perceived 

self image and all three self-esteem measures. 

Group Effect 

The analysis which employed group data 

(experimental group and control group) revealed 

significant group effects for the measures of 

victimization and perceived self image. Exposure to the 



98 

teacher/advisor program tended to suppress increases in 

perceptions of victimization (experimental group), while 

the group not participating in the teacher/advisor 

program (control group) experienced increased 

perceptions of victimization. Similarly, perceived self 

image scores decreased for the experimental group and 

increased for the control group. Group effects were not 

observable for the anonymity measure, the self

consciousness scale, the Simmons self-esteem scale, 

Rosenberg self-esteem scale, and the Savin-Williams self

esteem index. 

Sex Differences 

Examination of the" results using gender as a 

variable showed no significant difference in any of the 

seven self image constructs. 

Conclusions 

The conclusions of the study are stated within the 

framework of the hypotheses previously enumerated. 

Hypothesis One was concerned with a comparison of 

seven dimensions of self-image (anonymity, victimization, 

perceived self image, self-consciousness, and three self

esteem scales) between stucents who participated in a 
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teacher/advisor program and students who did not 

participate in a teacher/advisor program. Group effects 

of the teacher/advisor program were observed in only two 

of the self image scales (victimization and perceived 

self image). However, collectively the findings for the 

seven dependent measures of self image neither refute nor 

support the null hypothesis. 

Hypothesis Two was concerned with a comparison of 

seven dimensions of self image of boys versus girls. 

The findings showed no significant results for any of 

the seven self image constructs. The null hypothesis 

was therefore accepted. 

Discussion of Conclusions. 

Any significance given to the findings of this 

study should be tempered by an understanding of several 

of its limitations. The failure to find any significant 

differences in five of the measures of student's self 

image for those participating in the teacher/advisor 

program could well be attributable to the newness of the 

program. While teachers received inservice training 

about all of the components of the middle school 

philosophy, they may not have developed a consistent, 

systematic methodology for achieving a strong enough 
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student-teacher interaction that would measurably enhance 

the student's self image. Additional concerns which were 

not taken into account in this study are the design of 

the teacher/advisor program and the types of activities 

which were employed to promote positive self image. 

Moreover, the teachers themselves are a variable 

which was not taken into consideration in this study. 

Although provision was made to recruit only teachers who 

were enthusiastic and positive about the viability of the 

teacher/advisor program, these factors may vary 

considerably among the staff and therefore also be 

responsible for the findings. The element of teacher 

personalities and their abilities to relate to students 

in their groups could also have effected the results of 

the tests. 

A second major limitation in the study was the 

nine week interval between measurements. Two 

considerations merit attention. First, timing of the 

administration of the POS may be an important factor in 

influencing findings. In this study the questionnaire 

was administered in the fall when students were for the 

most part glad to be back in school. The posttest 

questionnaire was administered to the experimental group 

prior to the distribution of grades while the control 
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group was tested after they received their report cards. 

The presence of this important feedback may have been 

responsible in part for the increased perceived self 

image scores on the control group; its absence 

responsible for the decreased self image scores of the 

experimental group. Another possible speculation about 

these results could be that the increased non

instructional contact time provided by the 

teacher/advisor program enabled students to have a more 

realistic view of how teachers and others felt about 

their academic abilities. On the other hand, students 

without this additional contact time (the control group) 

may have misinterpreted how others perceived their 

abilities. 

Second, while researchers recognize a nine week 

interval as an acceptable amount of time, it is possible 

that the five measures which showed no significant 

difference might emerge over the course of a semester or 

an entire school year. 

For the victimization scale, the differences found 

between the experimental group and the control should be 

carefully evaluated (due to the weak reliability 

coefficients found in this sample). While no studies 

have previously been conducted to measure the effects of 
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teacher/advisor programs on early adolescents' self 

image, studies have been made assessing the effects of 

transition, which indicate that students manifest higher 

perceptions of victimization upon entering a new school. 

While previous research has shown this instrument to be 

reliable, specifically Blyth (1978) and Jones (1981, 

1984), the victimization construct in this sample yielded 

weak internal consistency. Nevertheless, data collected 

during this study suggests that a teacher/advisor program 

tends to suppress students' perceptions of victimization 

during the first nine weeks of the seventh grade. 

Victimization measures should still be considered an 

indication of the efficacy of teacher/advisor programs. 

The suppression of increases in perceptions of 

victimization for students in the teacher/advisor 

program may be attributable to the fact that these 

students begin their day in a stable, emotionally secure 

environment which provides them with a common reference 

point before they begin engaging in academic work. 

Although not significant, some of the other 

findings are worthy of discussion. First, the Savin

Williams scale showed a tendency toward support of the 

teacher/advisor program in both the group and gender 
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analyses. Scores indicated an increase which may have 

proved significant over a longer period of time. Second, 

this same speculation could be applied to the anonymity 

scale with respect to group differences, which showed a 

larger decrease for students in the teacher/advisor 

program. 

Recommendations ~ Future Research 

In examining the findings and conclusions of this 

study, several recommendations appear to be appropriate. 

The teacher/advisor program needs to be subjected 

to a continuing series of evaluations. Each evaluation 

will contribute new information about the functioning of 

the design. As more is learned, revisions can be made to 

improve the program's effectiveness in enhancing 

students' self image. Replications of this study should 

take into account several considerations: 

1. monitoring the types of activities included in 

teacher/advisor program and the amount of time 

devoted to self image enhancement; 

2. incorporating additional instruments such as a 

teacher's log or other recording devices and an 

open-ended student and teacher questionnaire to 

evaluate the design of the teacher/advisor 

program; 
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3. including additional measures such as 

achievement, discipline referrals, and 

absenteeism as factors which impact on or reflect 

students' self image; 

4. evaluating different teacher/advisor program 

designs; 

5. assessing the effectiveness of teacher/advisor 

programs with different student populations. 

Future studies should be conducted with multiple measures 

over time, at least one school year (4 nine week 

intervals). 

Implications fQL ~ Practitioner 

The findings of this study identified two 

dimensions of early adolescent self image that are 

positively affected by exposure to a teacher/advisor 

program. Participation in a teacher/advisor program 

tended to suppress perceptions of victimization while 

also lowering perceived self image for the group. In 

addition the anonymity and Savin-Williams self-esteem 

measures indicated support for the teacher/advisor 

program. 

Middle level educators who desire to be responsive 

to all the developmental needs of adolescents should 
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consider incorporating a teacher/advisor program into the 

curriculum to aid in enhancing students' self image. 

Time at the beginning of the school day should be 

provided which will afford students the opportunity to 

establish and maintain relationships that are important 

to them, thus providing them with a sense of security and 

stability. This time will also promote teacher-student 

interaction in a climate conducive to fostering more 

realistic perceptions of how others view the students' 

academic abilities. 

Several concerns should be addressed in doing so. 

Many different models of teacher/advisor programs exist. 

Care should be exercised in selecting the program design 

so that it includes enough time and appropriate 

activities to measurably impact on students' self image. 

There are two fundamental varieties of teacher/advisor 

programs, those that involve a daily group meeting of a 

teacher with the same students and those that provide for 

a variably scheduled one-on-one relationship between the 

teacher and each of his advisees. These designs each 

have specific strengths. The first establishes a strong 

sense of community while the second establishes strong 

communication and trust between the teacher and 

individual students. At this point in time, neither 
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design has proven more successful; therefore, it is 

imperative for educators creating responsive 

teacher/advisor programs to initiate systematic planning 

that includes program clarification, needs assessment of 

the students, teachers, and community, and establishment 

of program goals that correspond to the overarching 

school philosophy. 

The quality of the program will be greatly 

affected by the attitudes and commitment of the teaching 

staff. Appropriate teacher behaviors need to be 

identified and a comprehensive inservice developed to 

train the staff in the use of the identified behaviors. 

Often when a new program is implemented into the 

established curriculum, a significant amount of 

apprehension is felt by the teachers who may feel 

uncomfortable with this or any change. Teachers will 

need reassurance that they should, in fact, wbe 

themselves" rather than manifesting a rigid, unnatural 

persona. The success of the teacher/advisor program 

depends upon advisors being caring, compassionate, and 

supportive, the same traits expected of any good 

teacher. 
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An extensive evaluation strategy should be 

developed as well to monitor the program during the 

school year. It should include an examination of such 

factors as achievement, discipline referrals, and 

absenteeism as indicators of student response. In 

addition, periodically teacher assessments should be 

requested to identify strengths and weaknesses in the 

program design. 

A final and perhaps most significant 

recommendation to educators is that a teacher/advisor 

program should be an integral part of the total school 

program, deserving as much attention as the academic and 

extracurricular components. If it is not treated as 

such, it has little chance to succeed in achieving the 

outcomes for which it is intended. 
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PERSONA~ OPINION SURVEY 

g18s~!19~E: Each o~ the ~ollowing statements r.~lects 
personal ~eelings held by soma peopla in this .ociety. Wa 
are intarested in how much you agree with each statement. 
Because these statements re~lect personal ~.elings and 
attitudes, thare are no right and wrong answers. The BEST 
response to each o~ the ~ollowing statements is your es8§g~eb 
gel~lg~. Wa have triad to cover many points o~ view. You 
may ~ind yoursel~ agreeing with some o~ the statements and 
disagreeing with others. Whathor you agree or disagree with 
any statement, you can ba sura that many other people ~eel 
the sama as you do. 

RESPOND TO EACH STATEMENT, ACCORDING TO YOUR PERSONA~ 
FEELINGS, BY CIRCLING THE ANSWER THAT BEST REFLECTS YOUR 
OPINION. 

SA • STRONGLY AGREE 
A • AGREE 
N • NOT SURE 
D • DISAGREE: 

SO • STRONGLY DISAGREE 

SD 0 N A SA· 1. Most people ara batter lil:ud than I 
am. 

SO 0 N A SA 2. I o~tun wish I wara somaone elsa. 

SO 0 N A SA 3. 1 o~ten .. at discouraged at what I am 
doing. 

SO O' N A SA 4 •. I have a low opinion o~ myself. 

SO D N A SA :I. Other people usually ~ollow my ideas. 

SO 0 N A SA O. I can't ba depended on. 

SO 0 N ~ SA 7 .. Thera are many times when I'd like to 
laave home. 

SO 0 N A SA B. X IIlet upset aasily .at home. 

SO 0 N A SA q. At this scnool, most students don't 
•• em to know wno you are or what your 
nama is. 

SO 0 N A SA 10. X am ablu to do th in9s ... wall as Most 
othar paoplu. 
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SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

SOON A SA 

SOON A SA 

SOON A SA 

SO 0 N A SA 

SO 0 N A SA 

SOON A SA 

SOON A SA 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA' 

SO 0 N A SA 

SO 0 N A SA 

SO 0 N A SA 

11. All in all. am in~lined to feel th~t 
I am a failure. 

12. My family usually ~onsiders my 
feelings. 

13. If I have something to say. I usu~lly 
say it. 

14. It's pretty tough to be me. 

15. I feel I do not have mu~h to be prouo 
0'1. 

16. I feel that I am a person of worth, at 
least on an e~ual plane with others. 

17. It takes me ~ long time to get used to 
anything new. 

16. My family ewpe~ts too mu~h of me. 

19. At times. I think I am no gOOD at all. 

20. There are lots of things about myself 
I'd ~hange if I ~ould. 

21. Things are all miwed up in my life. 

22. I give in very easily. 

23. My family understands me. 

24, I'm popular with people my own age. 

25. I feel that I have a number of gOOd 
qualitie5. 

26. At this s~hool, the tea~hers don't 
seem to know whO you are or what your 
name is. 

27. ~ots of kids don't know me at s~hool 
be~ause it is so large. 

26. I take a pOSitive attituoe toward 
myself. 

29. On the whole, I am satified with 
myself. 

30. Things ysually don't bother me. 
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50 0 N A SA ::11 • This sChool haG 50 many students in it 
that I 'feel I don't know lots o'f kids. 

50 0 N A SA 32. I cllrtainly 'fDel uselDsG ;at times. 

50 0 N A 5A 33. I wish I could have more respect 'for 
mysel'f. 

50 0 N A 5A :34. I can make up my mind without too much 
trouble. 

50 0 N A 5A :35. I 'find it vDry hard to talk in 'front 
o'f a groul=!. 

50 0 N A 5A :36. I'm a lot o'f 'fun to be with. 

50 0 N A SA :37. I o'ften 'f •• 1 ul=!set about thD work I 
do. 

SO 0 N A SA :38. I'm not as'nice looking as most 
peol=!le. 

50 0 N A SA :39. I usually 'fe.l as i'f my 'family is 
pU5ning me. 

IF I WERE TO ASK YOUR PARENTS AND TEACHERS, HOW WOULD THEY 
RATE YOU ON THE FOLLOWING =HARACTERISTICS? USE THIS SCAL~ TO 
RECORD HOW YOU THINK YOUR PARENTS AND TEACHERS WOULD RATE 
YOU: 

ABOVE AVERAGE AVERAGE BELOW AVERAGE 

2 ____ ~ ____ 2 ____ ~ _____ ~ _____ ~ _____ ~ _____ g _____ ! 

40. 

41. How smart would your !~!~~~ say you are? 

42. 

PLEASE CIRCLE Yts OR NO. 

43. When you were in school last year, did anyone 
ever t3ke money 'from you, beat you Ul=!, or 
steal things 'from your desk? VES NO 
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44. Since you started school this year, has 
anything that cost more than a dollar been 
stolen ~rom your desk or locker when you 
weren't around? 

4~. Since you started school this year, has 
anyone actually beaten you up or really 
hurt you? 

46. Since you started school this year, has 
anyone threatened to beat you up or hurt 
you i~ you didn't give them your money or 
something? 

47. I~ you were to wear the wrong kind o~ 
clothes to a party, would that bother you? 

48. Some people worry about how much others like 
them. Do you ever feel like this? 

49. 1~ you went to a party where you didn't know 
most of the kids. would you wonoer what they 
were thinking about you? 

50. When someone is watChing you work, do you 
get nervous? 

51. I~ your t.acher asked you to get up in 
~ront o~ class and talk a little about 
yoursel~, would you be nervous? 

52. I~ an adult visitor came into class and 
your teacher asked you to stand and tell 
them a little about yoursel~. would you 
like that? 

53. If you did have to get up in ~ront of 
class And tell your classmates About 
yoursel~, would you worry A lot about 
what they were thinking? 

54. For the most part, are you happy with 
the kind of person you are? 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

~ES NO 

YES NO 

YES NO 

5~. Everybody hAS some things about 
themselves which are good, and 
some things whiCh are bad. Are 
more of the things about you: GOOD THE-SAME BAD 
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56. Some kids 'feGl that the .. e is a 
lot .... ong .. ith them • Do you 
'feel like this: ALWAYS SOMETIMES NEVER 

57. Some people you .. ;ige think 
that "they ;i .. e no gOOd at 
all" • How o'ften do you 'feel 
li ke this: ALWAYS SOMETIMES NEVER 

58. Some pGople your age feel as if 
"they a .. en't much gOOd at any-
thing". How o'ften do you feel 
li ke this? ALWAYS SOMETIMES NEVER 

59. Some people your age 'feE'l that 
thl3'Y ;i"e "no gOod". How o'ften 
do you feel like this'? ALWAYS SOMETIMES NEVE~ 
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SELF-ESTEEM SCALE* 

* (Simmons, Rosenberg, & Rosenberg, 1973) 
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SELF-ESTEEM SCALE 

1. For the most part, are you happy with 
the kind o~ person you are? (YES NO) 

2. Everybody has some things about them
.elves which are good, and some things 
which are bad. Are more of the things 
about you: GOOD THE SAME BAD? 

3. Some kids ~eel that there is a lot 
wrong with them. Do you feel like 
this: ALWAYS SOMETIMES NEVER? 

4. Some people your age think that "they 
are no good at all". How o~ten do 
you feel like this? ALWAYS 
SOMETIMES NEVER 

s. Some people your age ~.el a. i~ "they 
aren't much good at anything". How 
o~ten do you feel like this? ALWAYS 
SOMETIMES NEVER 

6. Some people your age feel that they 
are "no good". How often do you feel 
like this? ALWAYS SOMETIMES NEVER 
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SELF-ESTEEM SCALE* 

* (Rosenberg, 1965) 
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SELF-ESTEEM SCALE. 

1. I am able to do things as w911 as most 
other people. 10 

a. All in all. I am inclined to feel that 
I am a failure. 11 

3. feel I do not have much to be proud of. 12 

4. feel that I am a person of worth. at 
least on an equal plane with others. 15 

5. At times. I think I am no good at all. 16 

b. I feel that I have a number of good 
qualities. 25 

7. I take a positive attitude toward myself. as 

s. On the whole. I am satisfied with myself. 29 

9. I certainly feel uBeless at tim.5. 3a 

10. I wish I could have more respect for 
myself. 33 

*In the original Rosenburg (19b5) study. respondents were 
asked to either AGREE or DISAGREE with each of the ten 
statements. In the present investigation. a five point 
Likert format ranging from STRONGLY DISAGREE to STRONGLY 
AGREE was utilized. 
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SELF-ESTEEM SCALE* 

*(Savin-Wi11iams, & Demo, 1983) 
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SELF-ESTEEM SCALE. 

1. Most ~eo~le Are better liked thAn I Am. 

2. o~tem wish 1 were someone else. 2 

3. o~ten get dis~ourAged at what I am 
doing. 

4. I have A low o~inion o~ mysel~. 

~. Other ~eo~le usually follow my ideas. 

b. I ~an't be depended on. 

7. There are m~ny times when I'd like to· 
leave home. 

8. I get u~set easily at home. 

9. My family usually ~onsiders my feelings. 

10. If I have something to say. I usually 
say it. 

11. It's ~retty tough to be me. 

12. It takes me A long time to get used to 
anything new. 

13. My ~amily e~~e~ts too mu~h o~ me. 

14. There aro lots of things about my~elf 
I'd ~hango if 1 could. 

1~. Things Are all mi~ed u~ in my life. 

la. I give in very .asi1y. 

17. My family understands me. 

18. I'm ~opular with ~Do~10 my own ago. 

19. Things usually don't bother m •• 

20. 1 Can make up my mind without too muCh 
trouble. 

3 

7 

8 

12 

13 

14 

17 

18 

20 

21 

22 

23 

24 

30 
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21. find it very hard to talk in front of 
a group. 

22. I'm a lot of fun to be with. 

23. I often feel upset about the work I do. 

24. I'm not as nice looking as most peocle. 

25. I usually feel as if my family is 
pushlng me. 

35 

36 

37 

38 

39 

*Students were asked to respond to each of the above 
items on a Likert format ranging from STRONGLY OISHGREE 
to STRONGLY AGREE. 
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APPENDIX E 

SELF-CONSCIOUSNESS· 

*(Simmons, Rosenberg, & Rosenberg, 1973) 

121 



SELF-CONSCIOUSNESS SCALE* 

1. If your teacher aSked you to get up in 
front of class and talk a little about 
yourself, would you be nervous? 

2. If an adult visitor came into class and 
your teacher asked you to stand and tell 
them a little about yourself, would you 
like that? 

3. If you did have to get up in front of 
class and tell your classmates about 
yourself, would you worry a lot about 
what they were thinking? 

4. If you were to wear the wrong king of 
clothes to a party, would that bother 
you? 

5. If you went to a party where you didn't 
know most of the kids, would you wonder 
what they were thinking about you? 

b. When someone is watching you.work, do 
you get nervous? 

7. Some people worry about how much others 
like them. 00 you ever feel like this? 

-All questions inVOlve yes/no response formats. 
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APPENDIX F 

PERCEIVED SELF-IMAGE* 

*(Simmons, Rosenberg, & Rosenberg, 1973) 
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PERCEIVED SELF-IMAGE. 

1. How smart would your !!!Q!!:!2!:. say you 
are'? 40 

2. How smart would your !i!!!:!2!:. say you 
are'? 41 

3. 1010 .... smart would your !~i!~!:l~t.!'! say you 
are? 42 

.In the original Simmons at OIl. (1973) study, students 
rasponedud to an open-ended ~uestion; "Would you say 
your (mother, father, teacher) thinks you are (1) a 
~onderful person, (2) a pretty nica person, (3) a 
little bit of a nice person, or (4) not such a nice 
parson. In the presant investigation, a nine point 
Likert format ranging from BELOW AVERAGE to ABOVE 
AVERAGE was utilized. 
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APPENDIX G 

VICTIMIZATION SCALE* 

(Blyth, Simmons, & Bush, 1978) 
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VICTIMIZATION SCALE 

1. When you were in school last year, did 
~nyone ever take money from you, beat 
you up, or steal things from your desk' 
(YES NO) 

2. Since you started school thlS year, has 
anything that cost more than a dollar 
been stolen from your desk or locker 
when you weren't around? (YES NO) 

3. Since you started school this year, has 
anyone actually beaten y~u up or really 
hurt you? (YES NO) 

4. Since you started sChool this year, has 
anyone threatened to beat you up or hurt 
you if you didn't give them your money 
or something? (yES NO) 
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APPENDIX H 

ANONYMITY SCALE* 

*(B1yth, Simmons, & Bush, 1978) 
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ANONYMITY SCALE. 

1. At this school. most students don't seem 
to know who you are or what your name is. 

2. At this school, teachers don't seem to know 
who you are or what your name is. 

3. Lots of kid~ don't know me at school be
caus. it is no large. 

4. This school h •• so many students in it 
that I fe.1 I don't know lots of kids. 

2b 

27 

31 

*In the original Blyth at al. (lq7Bl study, students were 
.sked to rate them.elves on .ach of the four questions using 
• three point scale ranging from "never 1eel like this· to 
-f •• l like this. lat." In the pr.s.nt investigation, a 
five point Likwrt format ranging 1rom STRONGLY DISAGREE to 
STRONGLY AGREE was utilized. 

128 



APPENDIX I 

MEANS AND STANDARD DEVIATIONS DEPICTING THE 

RELATIONSHIP BETWEEN SEVEN DIMENSIONS OF 

SELF IMAGE AND MEASUREMENT OCCASION FOR 

THE EXPERIMENTAL GROUP 
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2 

3 

4 

:5 

6 

7 

Self Image 
fE!l§!!:!:!E! 

Anonymity 

Vict imlzat ion 

Self-
Consciousness 

Perceived 
Self Image 

Simmons 
Self-esteem 

Rosenoerg 
Self-esteem 

Savin-Williams 
Self-esteem 

Ilm!1 1 

t!i!l€ E2!!!i!1€ 

! §12 ! §Q 

12.92 2.83 12.75 3.05 

4.58 .81 4.06 .67 

11.47 1.92 11.92 1.87 

19.69 5.99 19.92 4.07 

13.56 1.89 13.75 2.08 

36.28 5.56 35.CO 6.36 

83.42 12.57 81.61 11.44 
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E!!!€ S 

t!i!12 E€!!!i!l€ 

! ~12 ! ~Q 

12.31 3.33 10.69 3.35 

4.75 .87 4.50 .85 

11.22 1.99 11.83 1.68 

22.31 3.65 21.03 3.65 

14.06 2.23 13.64 1.68 

37.19 5.54 34.94 5.56 

84.58 12.44 82.31 10.52 

-----------------------------------------------------------------------
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MEANS AND STANDARD DEVIATIONS DEPICTING THE 

RELATIONSHIP BETWEEN SEVEN DIMENSIONS OF 

SELF IMAGE AND MEASUREMENT OCCASION FOR 

THE CONTROL GROUP 
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Self Image E!:!H.~~! E2!l!Hs~! 
'!;S!:!l!l!!:!:!!i! 

! aQ ! aQ 

Anonymity lC!.83 3.C!6 11.37 3.54 

C! Victimization 4.3C! .79 4.47 .74 

3 5e1f'- 11.63 1.88 11.50 1.81 
Conscl0usness 

4 Perc:eived 19.8C! 4.60 C!0.63 4.31 
Self' !m.u;e 

5 Simmons 13.69 c!.01 13.88 C!. 11 
5.1f'-es~eem 

b Rosenberg 35.77 b.6C! 36.09 6.4C! 
Self-es~eem 

7 Savin-Williams 82.54 13.43 84.09 13.37 
Self-esteem 

-------------------------------------------------------------
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PRETEST AND POSTTEST MEANS AND STANDARD 

DEVIATIONS FOR ALL STUDY PARTICIPANTS 
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2 

3 

4 

:; 

b 

7 

Self Image 
£;E!:!~!:!:!S! 

Anonymity 

Vie:timization 

Self-
Conse: i ousncn.s 

Pere:eived 
Sillf Image 

Simmons 
Self-esteem 

Rosenberg 
Slllf-GlstGlem 

5.avin-Willi.ams 
SGllf-esteem 

.J 

11.89 

4.27 

11.16 

20.30 

13.81 

::I6.b8 

94.73 

!1!!!~ 1 

3.57 13.78 3.46 11.08 

.93 4.39 .65 4.27 

1.86 11.97 1.83 11 • 11 

4.35 19.64 3.85 19.19 

2.09 13.64 2.03 13.73 

8.21 35.11 6.15 35.76 

14.90 80.33 14.58 86.16 

-----------------------------------------------------
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3.e., 11.39 .3.74 

.~ 4.:360 .54 

t.56 11.83 1l.9.2 

5.14 20.06 "-.13 

2.a2 14.0 2~30 

7.:oe 36.47 ".31 

13.9~ 83.25 ::'.17 
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