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PREFACE 

This study was one of several which were conducted as a 

part of a larger research program at the Southern Arizona Mental 

Health Center, during the years 1966 and 196?. The research was 

directed by Dr. Roland C. Tharp, Director of the Psychology 

Department, ana .was conducted under the guidance of Dr. Fobert I. 

Cutts, Mental Health Center Director. The research program was 

designed to investigate the applications of operant learning 

theory in the community. 

This particular study grew out of a discourse with Dr. 

Ralph Wetzel, dissertation director, on the subject of the 

relationship between observable and non-observable behavior. 

These dialogues were fruitful, not only in producing this study, 

but also in stimulating creative thought. 

The problems of methodology and research design were made 

less difficult by the assistance of Dr. Cecil Rogers in planning the 

study. The comments of Doctors Vincent Tempore, Ronald Pool and 

V/illiam Moore at various points during the execution of the study 

were most helpful. The continued support and encouragement of 

Dr. George Hohmanr. was gladly welcomed by the author. 
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ABSTRACT 

Changes in observable behavior may be related to changes 

in attitude towards self. This premise is explored both 

theoretically and empirically in this paper. Theoretically, it is 

hypothesized that the conditions which facilitate behavior change 

in a well structured, positive-reinforcement-oriented behavior 

modification program are also those conditions which lead to concept 

acquisition and attitude change. 

Empirically, this study measures the responses of subjects 

to fifty behaviorally oriented, self-referent statements both 

before and after participating in a behavior modification program. 

The subjects are high school age adolescents; the experimental group 

consisted of students with learning and behavior problems who were 

in a behavior modification program. Two other groups of adolescents 

were used to control for tir.e, a special education program and 

individual attention: one of these consisted of students with 

learning and behavior problems in a special education program and 

the other of normal high school students. 

The results vieve recorded as improvement scores, meaning that 

the subject has improved toward a more normal or realistiq discrepanc 

between his present self concept and his concept of what he would lik 

to be. The difference between groups approached but did not reach 

significance. The changes were in the predicted order: that is, the 

vii . 
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experimental group showed more imorovement than the special education 

control group, which showed more .improvement than the normal control 

group. An analysis of the items which discriminated the experimental 

subjects from the controls in amount of change occurring showed that 

the changes in attitude towards self were relevant to the behavioral 

changes. Subjects whose positive behavior increased also responded 

with a more favorable attitude toward themselves in the same area of 

functioning. More negative behavior was related to more negative 

attitudes toward self. 

The implications of this study for future intervention 

programs and research are also discussed. 



CHAPTER 1 

INTRODUCTION 

Adolescents with learning and behavior problems have 

become the focus of concerned attention on a national, state 

and local level. The concern results from the consequences of 

non-intervention in the lives of those adolescents with learn

ing and behavior problems. Some drop out of school before 

obtaining their high school diplomas, and because of the lack 

of a diploma and very often of the basic language skills of read

ing and writing, they are not able to obtain or hold steady jobs 

at a living wage. Others become alienated from society, both in 

an antisocial way such as becoming juvenile delinquents and in an 

asocial way by becoming "hippies". In any case, there is a great 

likelihood that these adolescents will become a burden on society in 

some manner. 

A review of programs designed to help adolescents with 

learning and behavior problems become productive in society 

(Hurston, 1968, unpublished) reveals few really effective methods. 

In addition, most of the studies are vague about either the nature 

of the intervention or the results obtained, or both. Of the pro

grams that reported success in changing the behavior of adolescents, 

those which most clearly communicated the details of intervention 

and the outcome seemed to be those whose theoretical basis was the 
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behavior modification model. This review will focus on that 

approach to intervention. 

In addition to behavior modification methods, this paper 

explores a theory developed by the author as the result of ex

perience with behavioral programs. The theory attempts to answer 

the question, "What happens to a person's feeling of self worth, 

to his evaluation of himself when his overt behavior changes?" 

In the development of this theory, three areas of research become 

important: Behavior modification studies, cognitive processes 

in concept acquisition, and changes in self concept. Following 

is a review of the relevant literature in each of these areas. 

Behavior Modification 

Operant conditioning theory has been applied primarily to 

modifying the behavior of individual animals or humans in a con

trolled laboratory setting. Only recently has the modol been 

used to modify the behavior of people in groups in the natural 

environment. One environment frequently used in the case of 

children and adolescents is the classroom. The following is a 

review of some of the programs which have been successful in 

modifying the behavior of children and adolescents in the class

room situation. 

Preschool children in a nursery school setting were the 

subjects of a series of studies by Wolf and his colleagues (Harris, 

Johnston, Kelley, & Wolf, 1964: Hart, Allen, Euell, Harris & Wolf, 



1964; and Allen, Hart, Buell, Harris & Wolf, 1964). Social re

inforcement of advantageous social behaviors was applied system

atically to modify the behavior of nursery school children. The 

behaviors incliided reinstating walking, running, jumping, etc. in 

a three year old girl who had regressed to crawling; reducing operant 

crying and strengthening socially acceptable responses in two 4 

year old boys: and increasing social interaction in a three year 

old boy and a four year old girl. These programs successfully in

creased the frequency of each of these behaviors. 

A school for the retarded was the setting for a program 

designed to train children in reading, writing and arithmetic 

(Birnbrauer, Bijou, Wolf, Kidder & Tague, 1964). Fourteen children 

ranging in age from 7-10 to 13-8 and in I.Q. from 44 to 77, 'who 

were diagnosed variously as mongoloid, familial retardation, and 

retardation associated with brain damage, were included in this 

program. The motivation system consisted of reinforcing correct 

academic behavior and appropriate classroom conduct with tokens and 

social reinforcement. Programmed instruction was used; that is, 

when a pupil made mistakes in his academic work he was given the 

correct answer and systematic procedures were followed to strengthen 

correct responses and extinguish incorrect responses. When a pupil 

misbehaved, he was given the choice of stopping and returning to 

studies or leaving the room. At the end of the year the children 

had improved in reading skills, arithmetic and writing; they had 

demonstrated that they could work alone productively for one-half 



hour or more and could engage in appropriate school conduct. 

Normal primary grade students were the subjects in a study-

demonstrating the effect of the teacher's behavior on the be

haviors of the children in the classroom (Thomas, Becker, & Arm

strong, 1968). These children presented no behavior problems 

and were functioning well in school. The presentation and with

drawal of approving and disapproving behavior by the teacher was 

shown to relate to the frequency of appropriate and disruptive 

behaviors of the children. "Disruptive behaviors increased each 

time approving teacher behavior was withdrawn", and became even 

more frequent when the teacher's disapproving behavior increased. 

Gross motor behavior and verbalization varied the most, relative 

to the teacher's behavior. This study and others by Becker and his 

colleagues (Madsen, Becker & Thomas, 1968: O'Leary & Becker, 1968-

69; and Thomas, Nielson, Kuypers & Becker, 1962) demonstrate the 

effect of controlling the social consequences of the behavior of 

normal children in the natural environment. 

High school students were the subjects in a program designed 

to improve motivation for reading (Martin, Schwyhart & Wetzel, 

1967). The students in six classes of remedial reading were 

divided into an experimental and a control group. The average 

age was 15.75 years and the average reading level was 3.35, with 

no significant differences between the two groups. The desired 

behaviors agreed upon by the teachers were the following: being 

present, being on time, coming prepared with paper and pencil, 
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being considerate of others (not disruptive), working in class, 

completing the assignment, participating in a discussion, completing 

a color in SRA Laboratory, completing a book, and overcoming a read

ing difficulty. A token system was used in the experimental group 

in which points earned for "good" behaviors were exchanged for 

grades, letters of commendation to parents and counselors and 

excused absences to attend school-sponsored activities. As a. 

result the experimental group differed significantly from the con

trol group in the following behaviors: more work and total work-

related behavior, more completed assignments handed in, more books 

read and reported on, less aimless sitting and less tardiness. 

Informally, teachers noticed that "students in the token rooms 

tended to arrive on time and began to work independently, without 

waiting for the teacher to 'settle them down' or to make an assign

ment. In fact, experimental room pupils often asked that no 

assignment be made so they could read their library books" (pp. 117-

118). The program v/as effective in modifying classroom behaviors, 

but there was no significant difference between the two groups in 

reading improvement. The authors felt that though the students 

participated in the program, the programming itself was not adequate 

for teaching new reading skills. 

The classroom of an institution for delinquent boys was 

the setting for a program designed to develop and maintain 

educational behaviors (Cohen, Filipczak 6 Bis, 1967). All 15 of 

the students had a history of failure in school, had dropped out, 



6 

and had little or no interest in school work. For 8 months they 

attended the special school program for about 3 hours each week

day morning. The students could earn points for academic behaviors 

•which could be exchanged for material objects, privileges, or the 

status of being allowed to take an advanced course. Mostly pro

grammed materials were used so that the student could proceed at 

his own pace. The average improvement in academic skills was one 

grade level. In addition, "Their amount of hourly contact with 

the program increased, their accuracy on the programmed work in

creased, and they stayed working on each program longer and with

out as much apparent boredom or fatigue. ...It was also found that 

students who had registered for regular classes attended those 

classes faithfully, remained awake, interacted in a surprisingly 

active manner with the teachers, completed assignments, and 

generally were considered to be model students" (pp. 65-66). 

These programs demonstrate that a wide variety of be

haviors can be modified in the classroom setting, behaviors which 

range from simple motor responses requiring repetitious reinforce

ment to a complicated combination of academic behaviors requiring 

the correct proportion of reinforcement for each component. The 

stimuli required to evoke these behaviors and the reinforcement 

used to maintain them are also relevant to the acquisition of 

concepts and attitudes, which is discussed below. 



Concept Acquisition 

In 1930, Hull formulated the idea that a concept may act 

as a mediating response, that responses may be organized accord

ing to some mediating factor and that this cue-producing response 

concept may "generate stimuli that interact or compete with 

environmental stimuli to control overt behavior" (Kendler, 19&1, 

p. 450). If concepts can act as stimuli for overt behavior, it 

is important to know what they are and how they are formed and 

changed. Osgood defines a concept "as the associations between a 

common response (often verbal) and a set of stimuli" (Rhine, 1958, 

p. 364). "Although the stimuli mentioned in the definition of a 

concept often fall into a class, Osgood suggests that the only 

essential condition for concept formation is the associations 

between a common response and a variety of stimuli. There are 

no obvious stimulus characteristics common to hour-glass, ruler 

and mental test, all of which are measuring instruments; or to 

file cabinet, typewriter, and desk, all of which are office 

equipment. These items have in common the overt response of 

naming them, and, of greater theoretical importance, a common 

mediating process' (Rhine, 1958, p. 36k). 

The associations which form concepts are largely thought 

to be acquired by classical conditioning; that is the stimulus is 

paired with another stimulus until the conditioned stimulus is 

sufficient to elicit the response. The stimulus aspects of 

concept formation have been explored by Bourne & Haygood (1959). 



They found "that increases in redundant relevant information 

improve concept formation and that the amount of improvement 

increases with complexity (of the stimuli)" (Kendler, p. 454)• 

In addition, the associations which form concepts seem 

to be strengthened by operant conditioning; that is by the 

reinforcement of associative responses. Reinforcement is found 

to affect concept formation in the following ways: more frequent 

reinforcement facilitates concept formation (Green, 1955); and 

consistency of reinforcement is positively related to efficiency 

of concept formation (Rhine & Silun,' 1958). Thus it can be seen 

that the situations favorable to concept formation are those in 

which stimuli are presented repetitively, in which there are a 

number of stimuli relevant to the same concept, and in which 

reinforcement is both frequent and consistent. 

A concept becomes more complex as the number of association 

increase. When several concepts become associated, they form a 

second-order concept. A second-order concept may become an 

attitude if "the mediator of at least one of the first-order 

concepts is an evaluative reaction. Thus, attitudes are equivalent 

to that special class of concepts which is distinguished by the 

inclusion of an evaluative dimension" (Rhine, 1958, p. 365). 

Several studies done by the Staatses demonstrate that it 

is possible to transfer "evaluative responses elicited by words to 

contiguously presented neutral stimuli" and that "evaluative 

•meaning* conditioned to a word applied also to its synonym..." 



(Kendler, 19^1, p. 460). The subjects were asked to evaluate 

their reaction to the original set of stimulus words as either 

positive or negative; these words were then paired with the 

neutral words, after which the previously neutral words were 

found to evoke the same reaction as the original stimulus word. 

While the Staatses were dealing with semantics, Rhine (1958) 

believes that attitudes are concepts with an evaluative dimension 

which are acquired through the mediated-response process. 

Self Concept 

The acquisition of an evaluative concept about oneself 

is described by Carl Rogers (1959) as also being derived from 

personal experience with events having positive and negative 

values. "Satisfactions or frustrations associated with self-

experience comes to be experienced independently of positive 

regard transactions with others. This is termed self-regard. 

The need for self-regard develops as a learned need developing out 

of the association of self-experiences with the satisfaction or 

frustration of the need for positive regard" (p. 31). Thus 

a person's attitude about himself is an evaluative concept formed 

from a number of experiences, each of which has a value - either 

positive or negative. This value is first attributed to ex

periences by others, as in the positive or negative reinforcement 

of behavior in the operant programs, but then becomes internalized 

or transferred to the personalized concept. 



The self evaluative concent is modified by the experiences 

of the individual, as has been demonstrated in a number of studies 

measuring the changes in self concept and ideal-self concept as a 

result of therapy. The self concept represents the individual's 

evaluation of himself in the present and the ideal-self concept 

represents his idea of what he would like to be. Since most 

clients tend to have poor opinions of themselves and to have 

unrea.]isticallv high expectations for themselves, early theory and 

research considered improvement in self concept, to be greater 

congruency between self and ideal-self concepts. More recently, 

however. Pogers (1959) has hypothesized that very small dis

crepancies between self and ideal-self concepts may represent an 

inaccurate self concept in people who are defensive or cannot look 

at themselves realistically. Support for this hypothesis was given 

in a previous study by this author measuring self concept in pre

delinquent children (Hurston, 1967, unpublished Master's thesis). 

These children, who had all been judged as having problems with 

behavior and/or with learning, tended to have either large or 

very small discrepancy scores. Both would be considered by Rogers 

to be inaccurate self concepts. 

In the following studies, changes in the self concepts of 

adults were reported as a result of treatment. Eutler and Haigh 

(1950, in association with Pogers, used a O-sort. of 100 items 

taken from the statements of patients while in therapy. People who 



were to begin client centered therapy were asked to sort these 

items into 9 categories, ranging from "least like me" to "most 

like me". This procedure was carried out for both the present 

self concept and the ideal-self concept. The discrepancy between 

the two sorts was the score assigned to the client. When the 

clients were considered improved, enough to terminate therapy, they 

again sorted the items for self and ideal-self concepts. The 

criteria established for improvement were the clinical judgements 

of the therapist and TAT protocols. There was a significant 

difference between discrepancy score's before and after therapy, 

with the post therapy scores being smaller. The clients showed 

greater congruence between self and ideal-self concepts following 

therapy. 

Dymond (1954) took the 100 items developed by Butler and 

Haigh and, eliminating the 26 items which would fall into the 

fifth or neutral category, developed an adjustment index. The 

remaining 7b items were sorted into two groups, good adjustment 

and poor adjustment, by five clinicians independently. Clients 

were asked to sort these items into two categories: "more like me" 

and "less like me". One point was given for each well-adjusted 

item that was sorted more like me and one for each poor-adjusted 

item sorted less like me. Thus the higher the score, the more well 

adjusted the client was said to be. Before and after therapy 

comparisons showed that the adjustment score was higher following 

therapy. 



Williams (1962) used the same Q-sort. to measure the effect

iveness of brief educational-vocational counseling. The items were 

administered to three groups: a control group which was not in 

counseling, a client group which was not counseled, and a client 

group which received short term counseling. All subjects were 

asked to sort the items for the self concept, the ideal-self 

concept and their concept of the ordinary person. This procedure 

was carried out before and after counseling, or over an equal 

length of time for the non-counseled subjects. The data were 

scored both for congruence between self and ideal, and for 

adjustment. Before counseling the adjustment scores of both 

client groups were significantly (.01) lower than those of the 

non-client group. On the second administration all groups had 

higher adjustment scores due to the practice effect, but the 

counseled group's scores were significantly (.001) higher than 

the other two groups'. Following counseling the experimental 

group was not significantly different from the non-client group, 

while the clients who were not counseled were significantly lower 

in adjustment. Comparison of the congruence scores for the 

counseled group before and after counseling shows that there was 

significantly (.01) more congruence between self and ideal con

cepts following counseling. This study, with its use of control 

groups, demonstrates that there is a relationship between changes 

in self evaluation and participation in treatment, although the 

latter is not well defined. 
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The question which this paper attempts to answer (both 

theoretically and empirically] is the following: Are changes in 

self concept related to the changes in observable behaviors which 

are produced in an operant behavior modification program? If 

they are, then the newly acquired concept may serve as a stimulus 

for a variety of new behaviors. It is this latter issue which first 

interested the author. Children who were in a program to modify 

specific behaviors seemed to acquire new behaviors which were not 

directly related to those being modified. For example, a 5 year old 

Mongoloid boy who was being worked with individually on the target 

behaviors of sitting up, standing, and walking, began to vocalize 

in the lab and to play with pots and pans and the toilet tissue 

roll at home. 

In another program older children whose behavior was 

being modified would sometimes verbally express changes in attitudes 

towards the area of functioning in which the target behavior 

occurred. For example, a 6 year old boy who was being worked 

with to increase the frequency of sitting-in-seat-in-school said 

that he hadn't liked school before but he did now. What processes 

might develop which could explain the relationship of attitude 

changes and unexpected behavior changes to the modification of 

specific behaviors? 
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A Theory of Self-Concept Change 

To answer the above question, one might first look at the 

conditions under which specific behaviors are successfully modified. 

These include: the clear and frequent presentation of dis

criminative stimuli, the presentation of a gradually more complex 

series of stimuli to evoke successive approximations to the desired 

response, and the immediate, frequent and consistent positive 

reinforcement of correct responses. These conditions, it has been 

noted above, are also those which facilitate concept formation. 

A child in a behavior modification program employing these con

ditions in order to increase the frequency of a number of 

behaviors such as working independently, following directions, an

swering questions, completing assignments, reading aloud, and 

printing might then group these responses under a common heading 

and conceptualize them as "school work- behavior". The connection 

between these responses on the associative level might be the 

physical stimulus properties of the setting, such as desks, black

boards and books, or the presence of certain adults, such as 

teachers and teachers' aides, or the use of the same kind of tokens 

to reinforce each response. Once the concept is formed, the child 

may begin to include other responses which he has associated in the 

same way as the original responses; thus doing arithmetic problems 

or a science project may be included in "school work behavior". 

As each of the responses occurred, it was followed by a 

consequence - the desired behaviors were followed by positive 



reinforcement and the undesirable behaviors by a lack of reinforce 

ment or punishment. The value of the behavior is determined first 

by those dispensing the reinforcement, but by continual pairing 

the behavior itself acquires the value; that is, the person 

responding conceptualizes the behavior as "good" or "bad" depend

ing on its consequence. This value can be transferred to other 

behaviors which are paired with the original response, as was 

noted above. When a number of responses are associated to form a 

concept, such as "school work behavior", and when the majority of 

these responses have acquired a positive value through positive 

reinforcement, this evaluative dimension is transferred to the 

concept as a whole. This evaluative dimension is also referred 

to as an attitude. Thus a child's attitude about school work 

is formed through the value placed on a number of responses which 

become included in the concept. An attitude may be changed by 

changing the evaluative element of the behaviors involved, so that 

the child who disliked school because most of the responses which 

he emitted were punished, can change his attitude towards school 

if he is positively reinforced for the majority of his behaviors 

in school. The 6 year old who disliked school had received very 

little positive reinforcement for any of his responses, but did 

receive a great deal of negative attention for being out of his 

seat. When the emphasis was placed on positively reinforcing him 

for being in his seat, he began to like school. 



Attitudes towards one's self are formed in the same way 

as other attitudes; that is, one's self evaluation is formed from 

the positive and negative consequences of his own behavior. This 

value is originally determined by others but through reinforcing 

consequences behaviors or groups of behaviors acquire an evaluative 

meaning to the individual; i.e., he responds to or labels his 

behaviors positively or negatively. A person may, for example, 

have a concept of himself as an uncoordinated, unathletic person -

a negative self evaluation based on a number of athletic ex

periences which were followed by aversive consequences. This at

titude towards oneself may in turn act as a stimulus for other 

behaviors; in the preceeding example, the behaviors evoked by the 

conceptual stimulus are primarily avoidance behaviors - the person 

will avoid situations in which one is supposed to be coordinated 

and athletic. If, however, the person should receive positive 

reinforcement for any approximation of a response involving 

coordination and athletic skill and the number of these responses 

would increase in frequency, then there would be a high probability 

that the person's concept of himself in this area of functioning 

would change. Once the self concept changed, it would no longer 

have the same function as a stimulus; that is, it would no longer 

evoke avoidance behaviors, but rather would be likely to stimulate 

a new repertoire of behaviors - those involving some degree of co

ordination and athletic skill. 
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In the example used above of the Mongoloid child, the un

expected behaviors observed (vocalizing, playing with pots and 

pans, and unrolling toilet tissue) could have been stimulated by 

a new concept of himself as a person who had some effect on his 

environment, rather than a concept of himself as acted upon by his 

environment. The new behaviors that he learned (sitting, standing 

and walking) had certainly given him much more ability to man

ipulate his environment than he had previously had. The mediating 

link between these behaviors could well have been one of "mastering 

the environment". 

The purpose of this study is to test empirically the first 

part of this theory; that is, to determine whether there is a 

relationship between changes in observable behavior which are the 

result of a behavior modification program and changes in self 

evaluation. 

To summarize, it is hypothesized that treatment of learning 

and behavior problems in a program using the operant model to modify 

behavior would result in a more accurate self evaluation because 

of the following factors: 

1. Repetition of clear stimulus cues facilitates concept 

formation (Bourne & Haygood, 1959). 

2. Presentation of many different stimuli related to the 

same concept promotes concept formation (Bourne & Haygood, 1959). 

3. Increasing the number of alternative responses to the 

same stimulus increases the information value of the stimulus so 



that it becomes relevant to other situations, which leads to 

concept formation (Frick, 1953). 

U. Frequent and consistent reinforcement of concept 

related responses promotes efficient concept formation (Rhine & 

Silun, 1958). 

5. The value attributed to the responses by positive re

inforcement can transfer to the concept (Kendler, 1961; Rhine, 1958 

and Rogers, 1959). 

6. Evaluative concepts become self-referent through re

peated experience (Rogers, 1959). 

Thus a program which provides many clear stimulus cues, 

which teaches alternative responses and which frequently and 

co rEistently uses positive reinforcement for "good" behaviors 

should allow the adolescent to form more accurate evaluative con

cepts about his behavior. 

The client centered studies described above, however, in

dicates that changes in self concept occur as the result of 

intervention which is very unstructured in nature and which 

presumably would not provide the specific stimuli, responses and 

reinforcement which facilitates concept formation. According to 

cognitive theory, concept formation becomes more difficult as the 

information lacks clarity. One could hypothesize that many of the 

processes which are involved in concept formation do occur in 

client centered therapy, but that they are more implicit than 

explicit. 



19 

A classroom analogy to this condition would be a group of 

adolescents with learning and behavior problems who are in a special 

education program which includes the use of special teaching 

techniques, extra attention to the student and some vocational 

counseling. These students would probably be receiving more in

formation relevant to concept formation than students in a regular 

classroom. They act as a control for the amount of individual 

attention and specialized instruction received in special 

classes, but lack the systematized presentation of stimuli and 

reinforcement of an operant program. It is hypothesized, then, 

that changes in self concept will occur in adolescents in a 

special education class, but to a lesser degree than in the operant 

conditioning program. 

Children in normal school programs also demonstrate changes 

in self concept over time, even when there has been no planned 

intervention in their lives. Perkins (1958) found that there was 

a significant (.05) change in the self concepts of normal Uth and 

6th graders between December and May, in the direction of greater 

congruency between self and ideal-self concepts. One would expect 

some changes in concepts to occur as the result of the information 

gained in everyday life. Assuming that this information is 

presented in a random manner, it is hypothesized that there would 

be less change in self concept in the normal group than in either 

of the groups in special programs. 
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To determine whether the predicted differences in self 

concept change occur between groups, the following hypothesis is 

tested: Improvement in self concept is ordered from more to less 

in the three groups as follows: Experimental group > Special 

Education Control Group ̂  Normal Control Group. 

. Because the items of Self Concept Scale have been 

demonstrated to be relatively independent of one another (Hurston, 

1967), it is qxpected that some items will reflect changes more than 

others. Particularly of interest are those items in which the 

experimental group shows greater degree of change than do either 

of the control groups. Those items are examined in detail to 

determine the areas of functioning affected and the nature of 

the change occurring. 



CHAPTER ^ 

METHOD 

Subjects 

The subjects are high school age adolescents divided into 

the following three groups: 

1. A random sample of normal high school students. The 

sample was drawn from physical education and drivers' 

education classes in order to get students at each of 

the four year levels. Students are assigned to these 

classes randomly so that there is no grouping of 

academic ability or type of high school curriculum 

taken. All subjects in this group were taking a normal 

high school course and were not known to have any 

significant learning or behavior problems. Of the 19 

subjects originally tested, eight were not available 

for retesting due to illness, absence, moving away or 

dropping out of school. The remaining 11 subjects 

consisted of 7 girls and /+ boys, ranging in age from 14 

to 18, and ranging in grade level from 9 to 12. 

2 ,  A random sample of special education high school students 

with learning and behavior problems. The sample was 

drawn from two academic classrooms containing students 



at each of the four year levels. There seemed to he 

no grouping of students according to ability within 

the classes. The special education program included 

courses in basic applied English and practical math

ematics, and vocational training and counseling. 

Classes were small, 10 students or less, and a great 

deal of individual work was assigned and individual 

attention given. Some students were also being 

counseled about personal problems by the client-

centered school counselor and one st\ident was in 

therapy with a psychiatrist. Generally, these students 

had a history of poor academic achievement and a 

variety of behavior problems. Of the 2k subjects 

originally tested, 20 were available for retesting, 

the other U having left school. The group consisted 

of 14 boys and 6 girls, ranging in age from 15 to 20. 

Their academic level was stated to range from grades 

9 to 12, but the actual level of work done was below 

that done in the normal high school class. 

An experimental group of special education high school 

students who were in a program of behavior modification. 

These students were selected for the experimental 

school program conducted at the.Southern Arizona Mental 

Health Center on the bisis of their academic and behivior 



problems. They were at least one year behind their 

age group academically, had been expelled from public 

school (some even from special education classes), and 

were all reported to have serious behavior problems. 

Kost of the students had been involved with many com

munity agencies, ranging from psychiatric settings 

to juvenile court. Nine subjects were originally 

tested, but one was not available for retesting be

cause he had been sent to a detention home. Of the 

8 remaining in the program, 5 were boys and 3 were 

girls. They ranged in age from 13 to 16 and their 

actual grade levels of academic work ranged from 7 to 

10. The content of the program in which they 

participated is described below. 

Experimental Program 

The adolescents participating in this program were no longer 

able to function adequately in a public school setting and in several 

cases, there was some question as to how long they would be-allowed 

to live in their own homes. Institutionalization was frequently 

mentioned. The goal of this experimental program was to provide 

these adolescents with the behavioral skills which would allow them 

to function appropriately in public school, at home and in the 

community. 



2 h 

Since all of these students had a history of poor academic 

achievement, the primary focus of the program was the classroom. 

This setting did not limit the goals to changes in academic perform

ance: in fact, it was necessary to begin by determining goals for 

"good" classroom behavior and appropriate social skills. The staff 

included teachers provided by the school system and psychological 

consultants from the University of Arizona, as v/ell as the profession

al staff of the Southern Arizona 1'ental Health Center. A paper by 

Tharp, Cutts, and Burkholder (1070) describes the model used for 

collaboration between the Mental Health Center and the public school 

system. 

Briefly, the program used a token system to reinforce the 

desired behaviors. Behavioral goals were determined for each 

student according to his level of functioning. Students would often 

display their most disruptive behavior on entering the program, so 

the first goals set were often to modify gross motor behavior 

(standing, sitting, running, throwing, spitting, etc.) so that the 

student could stay in the classroom. Students progressed through 

five phases during the program, each of which had clearly defined 

behavioral goals and clearly stated reinforcements or consequences. 

These phases ranged from simply being able to stay in the class

room for 3 hours a day to being able to attend public school part 

time with passing grades. The increasing difficulty of the 

behaviors required at each level provided progressively more complex 

stimulus cues for the student. For example, if the child is learning 



"good school behavior," he is given different discriminative stimuli 

for this kind of behavior depending on his level of functioning. As 

he progresses through the program and his behavior improves, he is 

given cues to improve his level of performance of the behaviors in 

which he already engages and cues for nev; behaviors which fall in 

this category. To illustrate, the increasingly more complex be

haviors expected of the student in order for him to be reinforced 

for "good school behavior" were as follows: 

Phase I. 1. Attend school l-/i hours daily. 

2. At least one hour of good behavior of the 

hours attended. 

3. No school work required. 

4. Know and pass an oral test on the Purpose 

and Preliminary sections of the Handbook 

(which explicitly described the expected 

behaviors). 

Phase II. 1. Attend school full time. 

2. Do some academic work, as set by teachers. 

3. No behavior which damages property or injures 

any person. 

Phase III. 1. All those listed in I and II. 

2. No behavior which cannot be tolerated in the 

classroom (made explicit by each individual 

teacher). 



3. School work, as individually assigned, at 

a passing level. 

4. Occupy and discharge satisfactorily one 

committee .job (canteen or field trip planning). 

Phase IV. 1. All those listed in I-III. 

2, At least some school work at a grade of C or 

above. 

3. If possible, attend at least one class in a 

public school, maintain appropriate behavior 

and passing work. 

Phase V. 1. Regular attendance at public school, 

2. Passing grades. 

3. Appropriate behavior in school. (At this 

level the natural environment has taken back 

the function of reinforcing the behavior). 

Through a series of successive approximations to "good school 

behavior," the student is able to progress toward accomplishing this 

goal, first in the program school, then in the pub_j.c school. Instead 

of waiting, however, for the student to emit the desired behaviors 

at each level and then reinforcing them, the student was given direct 

cues telling him what was expected of him. As the student progresses 

through the program, the number of stimuli discriminating his behavior 

become greater, requiring an increasingly more complex response. More 

detail regarding the phase system is available in a paper by Martin, 

Burkholder, Rosenthal, Tharp & Thorne (19(B). 
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The phase system dealt primarily with observable behavior 

that occurred during the time the student was on the school grounds 

(8 A.M. to 3 P.M. weekdays). The presentation of repeated and 

increasingly more complex stimuli, the frequent and consistent re

inforcement of "good" behavior, and the teaching of alternative methods 

of -resfronding were all successful in modifying the students' behavior 

while on the grounds. See Martin et al. (196^) for behavioral data. 

But very often the responses did not generalize to the public school 

classroom or the home. To illustrate, Walter was a 13 year old boy 

who had been expelled from public school because he was very with

drawn, did no school work, and soiled his pants. At the beginning 

of the semester the baseline behavioral data showed that he was 

engaging in school work behavior 6'A. per cent of the time he was 

observed—the criteria for behavior at this point being attendance 

with no disruptive behavior. Although the criteria for performance 

became more stringent, his work behavior increased to 95 per cent 

during the first several months of school. Despite several setbacks, 

usually following promotion to the next phase which would require a 

higher level of functioning, Walter completed the year with his work 

behavior at 7tf per cent and functioning at Phase IV level. One 

particular event exemplifies the kind of change that had taken place 

in his school work behavior: This student, who had previously not 

engaged in verbal interactions with anyone unless forced to do so, 

gave an excellent oral report to the class on the movement of the 

planets in the solar system. 
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Because of these kinds of changes that had taken place in 

Walter's school behavior, the staff had forgotten that he was con

sidered schizophrenic, regressed and unable to function in the natural 

environment. These descriptions were revived by several examples of 

Walter's behavior in other settings. On one occasion the staff took 

Walter out for lunch to celebrate his promotion from one phase to 

another. He was extremely uncomfortable in the restaurant, a hamburger 

haven he had selected. He did not know where to sit at the table, 

how to order from a menu or how to carry on ordinary meal time small 

talk. After talking to his parents, the staff learned that this 

family never left the home for any social activities in the community. 

Walter had never eaten dn a restaurant before this occasion. 

Later in the year, Walter v;as promoted to Phase IV which 

required that he attend at least one class in a public school. His 

good school behavior in the program had earned him this promotion. 

A wood working shop class in a nearby junior high school was selected 

as being the kind of experience in which Walter would have a good 

chance at succeeding. The staff had not realized or accounted for 

Walter's inability to execute the many behaviors necessary to get 

him actually in the classroom. He was not able to find his way to 

the school, once at the school he could not find his way to the 

right classroom, and once at the classroom door he was afraid to enter 

and encounter all the new people and situations. Again Walter's lack 

of experience and his small repertoire of behavioral responses made 



it difficult for him to deal with a new situation. However well he 

might behave in the program classroom, the responses learned there 

did not seem to generalize to other settings. 

Although Walter provided the most extreme example of an 

inability to function in other settings, the problem was common to 

all the students. When other settings were examined, it was found 

that the stimuli for and the consequences of behavior in these 

situations were often different from those in the program school. 

Public schools, for example, would punish any deviant language and 

were not able in many cases to positively reinforce approximations 

in academic work. 

Impressions of the contingencies operating in the students' 

homes came from information gathered from the students, parents 

and the behavioral analysts who were working with the parents to 

set up contingencies for good behavior in the home. This information 

indicated that the consequences of the children's behavior were 

unpredictable; the child might be rewarded, punished or ignored for 

the same behavior on different occasions. The parents seemed to 

attend to the most disruptive behaviors of the child and to ignore 

good behaviors. The.two main characteristics of the parents' 

behavior toward the children seemed to be inconsistent reinforcement 

of behavior and a predominance of aversive control. These con

ditions, then, were different from those operating in the program 

school. 
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In order to provide the students with some behavioral 

responses to particular aspects of these other settings and to 

provide them with concepts which could mediate their responses to 

new situations, the students were taught to verbalize the stimulus-

response process. A counselor, who was a staff member in the 

program and was present during the school day, worked with the 

student so that together they could figure out the stimulus for an 

event, the response and its appropriateness, alternative responses, 

and the consequences of the response. The counselor began by talking 

with a student about an event that had occurred that day in the school 

setting. For example, a student named John had disrupted the class 

by making funny noises and flapping his arms like a bird. Dis

cussion of this behavior with John revealed that he wanted to gain 

attention from his peers and the teacher, but that everyone was 

busy with school work and was ignoring him. He did not see any 

alternative ways of gaining attention. Lack of attention, then, 

motivated his behavior and the behavior was reinforced by his peers 

with laughter and sarcastic comments, "He looks crazy." The next 

step was to get John to define the kind of attention he would really 

like to get from others and to compare that with the kind of ridicule 

he was getting from his "crazy" behavior. John was-really surprised 

to learn how this behavior looked to others. Once he was able to 

discriminate between these two kinds of reinforcement and to choose 

a more positive kind of attention as his goal, alternative behaviors 



could be explored which were more likely to accomplish this. John 

decided that he could earn the respect and attention of his peers by-

being on the canteen and field trip committees and accepting the 

responsibility for planning their various activities. He did, indeed 

gain the attention and respect of the other students, partially 

because he had control over some of the selections that were made 

for objects in the canteen and locations for field trips. His 

behavior on these committees became so reinforcing to him that he 

spent a great deal of time improving their functioning. 

The procedure of getting students to verbalize their own 

behavior was gradually extended to events occurring in other settings 

Students could work out verbally the kinds of behaviors that would 

gain them the kind of reinforcement they wanted at home or with 

their friends. As the students learned to discuss these everyday 

problems, they began to apply the same process to problems they 

expected to encounter in the future. A frequent question from 

this group was, "How will I handle going back to public school?" 

Questions of this nature were broken down into particular events 

and various alternatives were explored. For example, many of the 

students were anticipating difficulty on their first encounter 

with the public school principal's secretary, particularly if they 

were returning to a school from which they had been expelled. 

They expected (somewhat realistically) that the secretary would be 

looking for some small infraction of the rules on their part to 



justify her own opinion that they were "bad kids." The response most 

preferred by the stxidents was some variation of "Ha, ha. I'm back 

anyway, you old witch." Since this behavior would almost invariably 

be met with punishment, the students decided not to express this 

feeling at school. Instead, they decided that the course of action 

most likely to lead to the desired reinforcer, staying in school, 

would be to limit contacts with the secretary to a necessary minimum 

and on these occasions to be polite and respectful. 

Verbalization of the stimulus-response-reinforcement sequence 

gradually was not necessary. The students seemed to acquire concepts 

with which to handle n©; situations. John, for example, had learned 

that his assuming responsibility was reinforced by the respect and 

attention of others. He applied this to his home situation by 

accepting more responsibility for chores (cutting the grass, etc.) 

and by helping his father on his swimming pool construction job, 

thus earning the approval of both his parents,- Prior to this, his 

attention-getting responses were mostly "inadequate" and "crazy" 

behaviors. It was not necessary for John to verbalize each new 

behavioral sequence in order for him to apply his knowledge to these 

situations. 

Perhaps more important, John and the other students had 

learned that they were capable of changing their own environment 

by modifying their own behavior. This resulted in a re-evaluation of 

themselves, from seeing themselves as being acted upon by the 



environment to seeing themselves as people who were responsible 

for their ovm behavior and thus had some control over the environment. 

The counseling part of the program seemed to be effective, judging 

from the reports of the public schools, the parents and the students 

themselves. 



CHAPTER 3 

PROCEDURE 

A measure of self concept was administered to all subjects 

at the beginning and end of the school semester. The instrument 

used was the Hurston-Baker Measure of Self Concept, developed by 

the author and a colleague. The development of the instrument is 

reported in detail in a previous paper (Hurston, 1967., unpublished 

Master's thesis). The Measure of Self Concept consists of 50 

behaviorally oriented, self-referent statements (See Table 1). 

These items were read to all of the subjects; a pilot study had 

demonstrated that reading problems interfered with accurate testing 

when the subjects read the items themselves. Prior to administering 

the test, the purpose of the study was explained briefly to the sub

jects; they were told that the experimenter was interested in knowing 

what children actually thought about themselves, and whether these 

opinions changed over time. They were assured that they would remain 

anonymous to everyone except the experimenter. The control subjects 

were tested in groups, the size depending on the number in a 

particular course. The test was administered in the classroom of 

their own school, in the case of the Special Education Group, and • 

in their own school auditorium, in the case of the Normal Group. 

The experimental subjects were tested individually because at the 

3k 
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Table 1. Pre-Test to Post-Test Change by Item 

Per Cent of Group Changing 

Experi- Special Bd. Normal 
mental Control Control 

1. I try my very best to get 

good grades in school. 50 30 27 

2. Sometimes I get real, mad 

and explode. 62.5 30 27 

3. My mom and dad are pretty 

important to me. 50 5 9 

4. When someone has been mean 

to me, I go and tell my 

parents. ^5 30 9 

5. I believe in sticking up 

for your rights. 12.5 15 18 

6. I feel like killing myself 

when I do poorly in school. 40 36 25 

7. When I grow up I want to 

help people—like being a 

doctor, teacher, or a 

scientist. 62.5 45 27 

8. I feel crummy. 37.5 25 36 

9. I get in trouble more 

than other kids. 50 35 0 
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Table 1. Pre-Test to Post-Test Change by Item, Continued 

Per Cent of Group Changing 

Experi- Special Ed. Normal 
mental Control Control 

10. I often get discouraged 50 45 18 

11. When I get in trouble I 

usually try to wiggle out 

of it. 37.5 45 45.5 

12. Sometimes I feel like the 

dumbest kid in the world. 50 25 36 

13. I am all alone and no one 

likes me. 25 - 15 0 

1/+. I feel safe and happy when 

I am with my family. 50 15 36 

15 • I feel small. 25 25 0 

16. When I am scolded, I feel 

sick. 25 35 36 

17. I am stubborn. 37.5 45 54.5 

18. I am a quiet person. 25 35 36 

19. I am quite a sissy. 12.5 20 0 

20. I wonder v/hat people are 

thinking about me. 75 50 18 



Table 1. Pre-Test to Post-Test Change by Item, Continued 

Per Cent of Group Changing 

Experi- Special Ed. Normal 
mental Control Control 

21. G. Boys don't like me 

because I'm dumb and 

ugly. 

21. B. Girls don't like me 

because I'm dumb and 

ugly. 

22. I never cry in front of 

other people. 

23. I am average. 

24. I like to do things that 

are a challenge. 

25. I feel good most of the 

time. 

26. I am chubby. 

27. If someone doesn't like 

me, I try to find out 

what I have done wrong. 

28. G. I like boys a lot. 

28. B. I like girls. 

33 50 14 

40 43 0 

37.5 55 73 

37.5 40 27 

75 5 0 

12.5 20 9 

37.5 20 27 

37.5 50 54.5 

33 33 28.5 

40 28.5 0 
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Table 1. Pre-Test to Post-Test Change by Item, Continued 

Per Cent of Group Changing 

Experi- Special Ed. Normal 
mental Control Control 

*9. I lie to my mother. *5 30 9 

30. I think about how I look. 75 50 9 

31. When I get a bad grade in 

school, I try to improve. 37.5 15 27 

32. G. I am fairly pretty. 67 33 14 

32. B. I'm fairly good looking. 40 43 50 

33. I am a fairly nice person. 25 15- 9 

34. Sometimes I feel I can do 

things better than anyone 

else. 37,5 50 36 

35. I like school. 62.5 20 18 

36. My dad is just great. 37.5 10 27 

37. Sometimes I get mad at 

myself. 37.5 50 36 

38. When someone is being 

mean to me, I would try 

to be nicer. 75 50 36 

39. Some kids in my school 

are against me. 25 55 36 

40. I am very shy. 50 25 18 
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Table 3.. Pre-Test to Post-Test Change by Item, Continued 

Per Cent of Group Changing 

Experi- Special Ed. Normal 
mental Control Control 

41. I don't play with kids 

who don't like me. 37.5 50 45 

42, When I'm with my family 

I never know what is 

going on. 37.5 20 18 

43. When my parents scold me, 

I try to do better th'e next 

time. ^5 40 27 

44. I try not to get mad 

at my friends. 50 60 18 

45. When I get bad grades in 

school, I feel it's not 

fair. 37.5 20 9 

46. I like my parents — they 

treat me very well and 

always show love. 50 15 *7 

47. I do not like to be all 

by myself. 62.5. 55 54.5 

48. I feel shy or nervous 

when I'm with my parents. 12.5 30 0 
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Table 1. Pre-Test to Post-Test Change by Item, Continued 

Per Cent of Group Changing 

Experi- Special lDd. Normal 
mental Control Control 

49. I get angry but don't 

show it. 

50. My mother always blames 

everything on me. 

50 50 54.5 

50 15 



time of the first testing they were too disruptive to attend to any 

task while in a groxip. They were tented in a classroom-like setting 

in the Mental Health Centre, at which they attended school. 

All subjects were piven two envelopes labeled, "Like me" 

and "Not like me", respectively. They were also handed a pack 

of 50 cards, each of which nad printed on it one of the 50 items. 

An identical pack of cards and envelopes labeled "I would like to 

be" and "I would not like to be" were handed to each subject after 

the first sort was completed. Each subject put his name, age and 

grade on each envelope. The following' instructions were given to 

all subjects: 

Here is a set of cards. Each card says something 
about you. What it says may really be like you or it may 
not be at all like you. I want you to read each card 
carefully and put the ones that are like you on this 
envelope ("Like me") and the ones that are not like you 
on that envelope ("Not like me"). If you have trouble 
understanding any of the words, ask me and I will help 
you. 

After the cards were all sorted and placed in the envelopes, 

the cards and envelopes were distributed for the second sort. The 

following instructions were then given: 

Here is another set of cards just like the others. 
Everybody would sometimes like to be different from the 
way they are now. This time I want you to tell me how 
you would really like to be. Put the cards that tell 
how you would really like to be on this envelope ("I 
would like to be") and the ones that tell how you would 
not like to be on that envelope ("T would not like to 
be"). Before, you to]d me what you are like now. This 
time I want you to tell me how you would like to be if 
you could be different. 



These cards were inserted into the proper envelopes and 

collected, along with the first sort, by the experimenter. The re

sults of the sorts were recorded on a data form (See Appendix A) 

which shovred how the item was sorted and whether there was a dis

crepancy between the self and ideal sorts. This same procedure 

was followed for the post-test administration. 

For the purpose of this study, self concept is operation

ally defined as the sorting of 50 behaviorally oriented, self 

referent statements into two c.ategorn es, "like me" and "not like 

me", with two sets of instructions, as'described above. The first 

sorting is called the self concept and the second sorting is called 

the ideal-self concept. The discrepancy between the sorts is 

considered to be an indication of how realistically the adolescent 

views himself. 

Changes in discrepancy scores from the first and second 

administrations are recorded as change scores. The mean pre-test 

discrepancy score for all subjects is used to define the norm for 

the subjects; that is, it is the amount of self-ideal discrepancy 

that reflects how high school students see themselves. Following 

Rogers (1959) discrepancy scores at either extreme are considered 

to be "poor" self concepts. Changes in discrepancy scores toward 

the mean are considered to be "improvement" and changes away from 

the mean reflect poorer self concepts. Improvement scores are 

obtained by taking the deviation of each change score from the 



mean and adding a constant to eliminate negative numbers. Thus a 

score of 10 would mean that no change had occurred, while scores of 

less than 10 reflect worsening of self concept and scores greater 

than 10 reflect improvement of self concept. The differences be

tween groups is tested by comparing the improvement scores for 

the experimental group with those of the special education group 

and those of the normal control group. 

Specific changes occurring in items are examined by first 

determining the items on which the experimental subjects are more 

likely to change than are other subjects. The items selected are 

those on which a greater proportion of the experimental group show 

change than do either of the control groups. For these items the 

specific responses to the Self Concept card sorts, both pre- and 

post-test, are compared between the groups to determine the kinds 

of change occurring. 



CHAPTER K 

RESULTS 

The changes in self concept for all s\i.bjects were recorded 

as improvement scores, as described above. Table 2 shows the 

improvement scores for subjects within each of the three groups, 

ranked in order from least to most improvement. An improvement 

score of 10 means that no change has occurred, while a score below 

10 means that the subject has a poorer self concept and a score 

above 10 indicates an Improvement in self concept. The mean 

improvement scores for each of the three groups is as follows: 

Normal Control Group X = 9.43 

Special Education Control Group X = 10.15 

Experimental Group X = 12.125 

The mean changes in improvement scores fall in the predicted 

order for degree of change between groups; that is, Experimental 

Group } Special Education Control Group ̂  Normal Control Group; 

these differences approach but do not reach statistical significance 

(Jonckheere's Test, 1954. S = 60, p ^ .08 ). The order of the 

groups indicate that there is a greater mean change toward a more 

positive self concept in the experimental group than in either of 

the two control groups. V/hile the difference between the means of 

the two control groups is not large, the special education group 

hh 
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Table 2. Improvement. Scores for Subjects, Ranked Within Groups 

Normal Special Education Experimental 
Control Group Control Group Group 

5.0 1.0 2.0 

5.0 4.0 5.0 

6.0 6.0 9.5 

POORER 7.4 6.0 

SELF 8.0 7.0 

CONCEPT 9.0 

9.0 

9.0 

9.0 

9.2 

NO CHANGE 10.0 

11.0 10.2 11.0 

12.4 10.8 13.0 

12.6 11.0 13.0 

13.0 11.2 18.5 

BETTER 13.4 12.0 26.0 

SELF 12.0 

CONCEPT 13.2 

14.2 

15.0 

16.0 

17.2 



shows a slight change toward improvement in self concept while the 

normal group shows a small, but negative change indicating that there 

was an overall worsening of self concept for that group. 

Because the items in the Measure of Self Concept are relatively-

independent of one another, it is hypothesized that some of the items 

may be more sensitive to change than others. The question asked is 

the following: On which items are the experimental subjects more 

likely to show change than the control subjects? In order to answer 

this question the proportion of subjects in each group who changed 

their responses vras recorded for each item. (See Table 1.) Eighteen 

items were selected for closer examination — the experimental group 

having at least .15 per cent greater proportion of change on 16 of 

these, and at least 12.5 per cent less change on the remaining two. 

These particular items seemed to evoke different responses from the 

experimental group than from the other two groups. (See Appendix B). 

These 18 items can be grouped into seven categories according 

to content: School, ambition and goals, relationships with others, 

comparison with others, relationships with parents, physical 

appearance and expression of feelings. VJithin each of these cat

egories the information available includes comparison of the 

experimental group with the control groups and changes in the present 

self concept, the ideal-self concent, and self-ideal discrepancies 

of the experimental subjects. In other words, just how do the 



experimental subjects change and how does this compare with other 

subjects? 

School Ttems 

Items 1, 35 and U5 reflected the most change in school 

related concepts for the experimental group. This change was 

demonstrated in a shift in the present self concept to a more positive 

evaluation of their own performance. The ideal-self concept was 

modified in the direction of a lowering of expectations, which 

resulted in greater congruency between self and ideal concepts. 

While the performance items reflected a more positive evaluation, 

the subjects reported that they liked school less than they had in 

the pre-test period. This finding will be discussed below. 

The changes occurring in the control groups were fewer and 

in the opposite direction. These subjects tended to have a poorer 

self evaluation over time, to set even higher ideals and to have, 

consequently, even larger discrepancies between self and ideal-self 

concepts. 

Ambition and Goals 

Items 7 and 2h. showed the greatest change for the experimental 

subjects in this area. A more optimistic evaluation of their ability 

to succeed seemed to be reflected in the change in self concept. The 

ideal-self concept changed in both directions, but toward more con-

gruency with the self concept. In other words, goals seemed more in 



line with actual performance rather than being set unrealistically 

high or low. The control subjects changed little in their high 

evaluation of both their present ability and their goals. 

Relationships With Others 

On items 27, 38 and 40 the experimental subjects changed the 

most in their present self concepts. They stated a greater willing

ness to approach and interact with others and less willingness to 

assume the blame in poor relationships. The ideal concept also 

changed in a. positive direction but less so than the self concept. 

For this area of functioning as a whole, there was less self-ideal 

discrepancy than on the pre-test, the post-test data resembling 

that of the normal group. Control subjects also changed, but to a 

lesser degree, to a more positive self evaluation which was reflected 

almost entirely in a change in self concept. The ideal-self concept 

remained fairly consistent in its high evaluation. 

Comparison With Others 

Items 9 and 20 demonstrate that the experimental subjects 

changed toward a better opinion of themselves in comparison with 

others and that they were more aware of how they appeared to others. 

Both the self and ideal-self concepts changed toward a more con

gruent viewpoint, which was similar to that of the normal group 

subjects. The normal group subjects showed no change on these 

items, maintaining their fairly positive self evaluations. The 



special education controls changed their present self concepts toward 

a more positive opinion of themselves as compared with others, but 

toward less concern with how they were viewed by others. Their ideal 

concepts remained fairly stable, as did the self-ideal discrepancy. 

Relationships With Parents 

Items 3, h<z, 46 and 50 demonstrate the great amount of change 

occurring in the experimental subjects' evaluation of their relation

ships with their parents. The changes in self concept tend to 

reflect a more critical opinion of parents, particularly in the areas 

of demonstrating affection and providing clear and consistent 

discipline. The ideal concept also changed in a negative direction, 

indicating that the subjects had lowered the expectations they had 

of their parents. Overall there was greater discrepancy between 

self and ideal-self concepts in the area of parent-child relation

ships. The control subjects generally had a more positive opinion 

of this area and it remained fairly constant, although there were 

some changes toward a more critical self concept. 

Physical Appearance 

Items 30 and 32-G show that the experimental subjects, 

particularly the girls, tended to become more critically aware of 

their present physical appearance. At the same time, their ideal 

concepts changed toward wanting to look better so that the dis

crepancy between self and ideal increased. The normal group subjects 



also were concerned with their appearance but this was reflected 

in the pre-test as well as the post-test, so that there was little 

change. The special education subjects became less concerned with 

appearance, but they seemed to have a fairly high opinion of how 

they looked. 

Expression of Feelings 

Items 2 and 22 show the confusing kinds of change occurring 

in the experimental subjects' concept related to the expression 

of feeling. Their present self concepts related to the expression 

of anger tended to change in both directions, favorable and un

favorable, although the overall change was toward less open express

ion of anger. The ideal concept also changed toward less open ex

pression of anger, but there was no change in self-ideal discrepancy 

Fewer experimental subjects reported a change in their attitude 

toward crying in front of people than did subjects in the other 

groups, but the magnitude of the change that did occur was greater 

for those few subjects. Both the self and ideal concepts reflected 

a greater tendency to cry openly and there was less self-ideal 

discrepancy. 

The control subjects reported less change in the expression 

of anger, the change that occurred being in the present self concept 

and in the direction of expressing anger more openly. The ideal 

concept remained pretty consistently against the open expression of 

anger. Crying openly evoked a number of changed responses in all 



possible directions. Generally the special education subjects 

tended to disapprove of this both in their present and ideal con

cepts, while the normal subjects tended to approve in both concepts. 

The results of these selected items, then, show that the 

experimental subjects tended to change in a positive direction in 

these seven areas of functioning and that the change was greater 

in the present self concept than in the ideal-self concept, altho\igh 

the latter did change considerably. Overall, self-ideal discrepancy 

tended to become less for these items. Particular facets of the 

experimental program may have influenced the types of changes that 

occurred; these will be discussed below. 



CHAPTER 5 

DISCUSSION 

Comparison of the three groups in this study revealed 

that there was a trend toward a better self evaluation for the 

experimental subjects following participation in a program of 

behavior modifj.cati.on, but this change was not significantly 

different from those occurring in the two control groups. The 

failure to reach significance should not necessarily be inter

preted as meaning that there is no relationship between behavior 

modification and self evaluation. Rather, this study provides 

some clues to the kinds of conditions which can facilitate or 

interfere with the development of a more positive and accurate 

self concept. 

The Self Concept data for this study was collected at 

the beginning and end of the first semester of the school year. 

Originally the post-treatment data was to be gathered at the 

end of the year, but administrative changes in the experimental pro

gram required that the data be taken sooner. The program itself 

continued to develop over the year, many of the improvements 

occurring in the second semester. The Self Concept scores, 

therefore, do not reflect some of the better aspects of the program. 

In fact, some of the conditions existing in the beginning of the 
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program .may actually have interfered with the development, of a more 

nositive and accurate self evaluation. 

The behavioral data for the first semester shows a r;reat 

deal of variability both between subjects and for the same subject 

over time (Martin, et a].., 1968). This variability seems to be 

related to two factors: The schedules of reinforcement, and the 

type of reinforcement. During this period positive reinforcement 

was dispensed first on a fixed ratio schedule and .later on a 

variable ratio schedule. Positive reinforcement consisted of the 

pivina of points which were redeemable for food items mostly. 

Since the students had access to money with which they could buy 

their own snacks and since they demonstrated little interest in 

the non-food reinforcers available, the "reinforcers" were not often 

effective in increasing the frequency of good school behavior. 

When the reinforcers were effective, the fixed ratio schedule 

produced scalloping of behavior since the students soon caught on 

that the teacher could on^y five a fixed number of points per hour. 

The variable ratio schedule did allow the teacher to give points 

more contiguous to the pood behavior and more flexibly according to 

the quantity or quality of the behavior exhibited. This schedule was 

effective for some students, but not for those for whom neither the 

teacher's attention nor the material objects were rein"rrcxr.£. 

In addition, punishment, was .frequently used, to control disruptive 

behavior during the first. 3err.«?r.tcr. Typically, punishment was 



effective :in stopping the behavior immediately, but did not produce 

continued change in behavior. 

The variability of the behavior demonstrated by the students 

would prevent the type of continuous, consistent feedback that 

facilitates concept formation and that produces changes in self 

evaluation. The relative ineffectiveness of the positive reinforcers 

and the use of punishment combined to create a lack of the type of 

positive value that behaviors necri to acquire before they can 

contribute to a more positive self concent. It is not surprising 

that self concept improvement scores for the experimental subjects 

displayed variability — ranging from 2 (worse by 8 points) to 26 

(better by 16 points). 

It is interesting to note that the direction and degree of 

change in self concept seem closely related to the consistency of 

behavioral change and the predominant type of reinforcement used. 

For example, Robert had the largest improvement score, the result 

of a 16 point change toward a more positive self evaluation. The 

behavioral data shows that his school work behavior over the same 

period of time increased steadily from 65 per cent to 97 per cent 

of the time observed. Robert was attending a class in the public 

school, and his schedule did not permit him to spend his points on 

field trips: also he was not particularly interested in the food 

reinforcers. lie was. however, responsive to status and social 

reinforcement: the former was given by his classmates and the staff 

since Robert wss the only student in the program to be also in 



public school at that time. Social reinforcement came mostly in 

the nature of praise for and interest in his accomplishments. 

Aversive control was not needed or used since Robert's disruptive 

behavior only occurred 6 per cent of time observed during the 

baseline period, decreasing to 0 per cent at the end of the semester 

Thus the consistent increase in "good" behaviors, which was re

inforced positively by attention and praise seems to be related 

to a chango toward a. more positive and accurate self evaluation. 

Another example, tends to strengthen the impression that 

behavior and self concept are related. John's self concept score 

changed in a negative direction, being 8 points worse on retest 

than on pre-testing. The behavioral data shows variability in 

his school work behavior! he started the year working 51 per cent 

of the time observed, increased to 70 per cent during the semester, 

but decreased to 54 per cent by the end -of the semester. Dis

ruptive behavior increased from 22 per cent of the time observed 

at the beginning to 32 per cent by the end of the semester. 

John's disruptive behavior, which included flapping his arms like 

a bird and making funny noises, was punished during this period. 

John tended to behave in "crazy" ways to get the attention of 

others and so was not highly motivated to do school work for 

attention or even for material objects on a consistent basis. 

In this case, variable behavior which tended to become more 

negative than positive and aversive control seem to be related 

to a change toward a rore negative self concept. 



The relationship between observable events in the program 

and changes in self evaluation tends tc be supported by the item 

changes which occurred. For example, in the area of school perform

ance the subjects reported working harder in school and feeling 

that their grades were fairly determined, but that they liked school 

less. The behavioral data shows that, in general, they were working 

more of the time, which was perhaps as much a function of the work 

assigned being anpropriate to their level of functioning as of the 

reinforcement, given for work. The grades were given strictly on 

the basis of the work done. The students were told how much work 

was expected of them and were given feedback immediately on their 

success or failure. They could see just how their grades were 

determined as they progressed through the semester. The increased 

dislike for school was probably related to the fact that they were 

working and, even more important , probably to the avers.ive control 

exercised during the first semester. The students seemed to like 

school more during the second semester when they were on the phase 

system which provided them with a greater variety of positive 

reinforcement, particularly of a social nature. 

In the areas of physical appearance and comparison with 

others, the changes in self concept also seemed to reflect what 

was happening in the program. The subjects reported being more 

aware of how they looked and more concerned with what others thought 
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of them. One goal of the program was to point out to the students 

the effect that their appearance and behavior had on other people. 

The girls, for example, were given hints on grooming, clothing and 

posture. They reported that they were less satisfied with their 

appearance, but more concerned over it. The first effect of the 

grooming course seemed to be a more critical self evaluation. 

By the end of the school year, however, their appearance had im

proved to such a noticeable degree, with resultant positive feedback, 

that it is highly likely that their self evaluatj.ons vrould also have 

improved. 

Relationships with others was another area in which the 

observed behavior seemed to relate to the change in self concept. 

The students reported that they did not get in trouble more than 

other kids, that they were not as shy or as likely to accept the 

blajne for failure in a relationship. The grouping of these 

adolescents together in the program meant that none of them were 

any more likely to be identified as the "bad kid" than any other. 

Previously, each of these students had been pointed out as "different" 

or "bad" in their peer groups. Each of the students in the program 

had the same opportunity to gain approval or to get punished; the 

rules applied equally to all. Relationships between the students 

were encouraged, but scapegoating was not. The more outgoing 

students were asked to reinforce appropriate social behavior in those 

who were withdrawn. During the semester the students seemed to learn 
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to relate to each other in a more mutually reinforcing mariner. 

. The students became more critical of their parents during 

the first semester and at the same time expected less of them. 

The students seemed to be asking .for more consistent discipline 

from the parents and yet they also wanted more independence. These 

attitudes may be a reflection of the fact that the parents v/ere not 

active in participating in the program during this period: often 

they seemed to be acting in direct opposition to the goals set by 

the program. Later, when the parents v/ere more active in the school 

program and v/ere working at home with a behavioral analyst to set 

up reinforcement schedule for good behavior at home, the students 

whose parents were cooperative would probably have been less critical 

in their evaluation. 

In the area of expression of feeling, it is interesting to 

note that some experimental subjects tended to change toward more 

expression of anger and some toward less. This is consistent with 

the behavior being modified in the program; those students who v/ere 

too expressive in a destrxictive way, v/ere punished for doing so, 

v/hile those who v/ere being scapegoated and v/ere not expressing anger 

were encouraged to "fight back". 

Thus the item changes seem to reflect behavioral changes 

in the experimental program. When the behavior improves, there is 

a tendency for the self evaluation in that area of functioning to 

improve. Similarly, increases in negative behaviors seem to be 



reflected in increased negative evaluations in that area. The first 

step in the conceptual process, then, seems to have occiirred during 

the first semester: that is, new information tends to modify 

previously existing concepts. The next step, which involves the use 

of these new concepts as stimuli for new behaviors, did not seem 

to occur during this period. During the second semester, however, 

the anecdotal reports of the parents, behavioral analysts, public 

school personnel, and the students themselves indicate that some new, 

unpredicted changes in behavior were occurring, probably in relation 

to the introduction of the Phase System and the Counseling Program 

which were operating during this period. 

VJhile there seems to be some relationship between behavioral 

changes and self evaluation changes jn this study, further research 

should be done to test this relationship. In such a study, subjects 

would be evaluated to determine the areas of functioning in which 

they demonstrate both a lack of skilled behavior and a poor self 

concept. A systematic program of behavior modification of these 

skills, using positive reinforcement, would be conducted with 

repeated measures of self concept taken at intervals. Changes in 

behavior would be correlated with changes in self concept. 

If this kind of research demonstrated that there is a 

relationship between specific behavior changes and self evaluations 

in these areas of functioning, then the next step to be investigated 

is the nature of the unpredicted changes occurring in both of these 



variables. Do behaviors that are not similar to the target be

haviors change? Do self evaluations in ether areas change? If so, 

does one type of change precede the other? -

The present study only begins to look at the relationship 

between behavior and the cognitive processes involved in self 

concept, but it does offer a theoretical framework within which 

further research can be done. 

Conclusions 

This study begins to explore some of the relationships 

between behavioral changes in an operant behavior modification 

program and changes in self evaluative concepts. While it does 

not demonstrate conclusively a statistically significant relation

ship between these variables, it does suggest some of the factors 

which may affect both. It also offers a theoretical framework 

within which further research in this area may be done. 

For the present, the experimental program described provides 

information which can be applied to intervention with adolescents 

with learning and behavior problems. The Phase System with its 

carefully spelled out behavioral goals and stibseqxient consequences 

was shown to be effective in modifying the behavior of adolescents. 

The Counseling Program which taught the students to evaluate and 

control their own behavior in the school and in other settings, 

seemed to be effective in promoting long range behavioral change. 



The experimental procram, and these Wo aspects in particular 

offers what few other intervention programs with adolescents have 

provided: A clearly defined program in which the process is made 

explicit arid in which the effectiveness is objectively evaluated. 

Because of this, it is possible to replicate this program and to 

continue research on the effectiveness of this approach to inter

vention in the lives of adolescents with learning and behavior 

problems, 



APPENDIX A 

DATA SHEET 

The follov.'ing page is an example of the data sheet used 

to rccord the responses of the subjects to the fifty (50) 

stimulus items on the Measure of Self Concept. The same form was 

used for pre- and post-testing. 
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APPENDIX B 

SUBJECTS' RESPONSES TO ITEM CHANGES 

The following eighteen figures are graphic representations 

of item changes between pre- and post-testing for each of the 

three groups. These items were selected because they elicited 

diffei'ent responses from the experimental group than either of the 

two control groups. Experimental subjects as a group showed at 

least 15 per cent greater change on 16 of these items, and at least 

12.5 per cent less change on the remaining two. Besides demonstrating 

the amount of change occurring, these figures show the type of 

change occurring in the self and ideal-self concepts and in 

discrepancy scores. 



65 

I TRY MY VERY BEST TO GET GOOD GRADES IN SCHOOL 
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SOME TIMES I GET REAL MAD AND EXPLODE 
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MY MOM AND DAD ARE PRETTY IMPORTANT TO ME 
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WHEN I GROW UP I WANT TO HELP PEOPLE- LIKE BEING A 
DOCTOR, TEACHER OR A SCIENTIST 
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I GET IN TROUBLE MORE THAN OTHER KIDS 
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I WONDER WHAT PEOPLE ARE THINKING ABOUT ME 
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I NEVER CRY IN FRONT OF OTHER PEOPLE 
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I LIKE TO DO THINGS THAT ARE A CHALLENGE 
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IF SOMEONE DOESN'T LIKE ME I TRY TO FIND OUT WHAT I HAVE DONE WRONG 
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I THINK ABOUT HOW I LOOK 
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I AM FAIRLY PRETTY 

I00-,  

80-

PER 60-
CENT 

40-

2 0 -

0 

33 

67 

EXPERIMENTAL 
GROUP 

67 7» CHANGED 

67 

33 

PRE 

nrnrnri - POST 

100 

67 67 

33 

100 -i 

80 -

PER 60-
CENT 

40-

2 0 -

0 

50 50 

67 

33 

SPECIAL EDUCATION 
CONTROL GROUP 

33 % CHANGED 

67 

17 

33 

83 

50 

17 

PER 
CENT 

lOO—i 

8 0 -

6 0 -

40-

2 0 -

0 

LIKE 

14 

100 

NOT 
L IKE 

SELF 

I u I 

LIKE 
NOT 

NORMAL CONTROL 
GROUP 

14 7o CHANGED 

14 

LIKE 

IDEAL 

DISC. 

72 

LIKE 

28 

100 

28 

NOT 
LIKE 

SELF 

LIKE 
NOT 

L IKE 

IDEAL 

DISC. 

^ t c n r 4 L'J •* • /vu'b ̂  °C t, Tj ' i .nzpcr i r^ : :  Jtorr 



76 

I L IKE SCHOOL 
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WHEN SOMEONE IS BEING MEAN TO ME, I WOULD TRY 
TO BE NICER 
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I AM VERY SHY 
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WHEN I AM WITH MY FAMILY I NEVER KNOW WHAT IS GOING ON 
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WHEN I GET BAD GRADES IN SCHOOL, I FEEL IT'S NOT FAIR 
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I LIKE MY PARENTS - THEY TREAT ME VERY WELL AND 
ALWAYS SHOW LOVE 
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MY MOTHER ALWAYS BLAMES EVERYTHING ON ME 
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