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ABSTRACT 

The purpose of this study was to assess the effec

tiveness of a structured Black Studies program on the 

self-concepts of Black youth,, The focus of the program 

was to increase cultural awareness through the use of his

torical and literary material, and through exposure to 

achievement models. Black history and literature were 

chosen as they provide models for identification new pos

itive role perceptions for highlighting Black contributions 

and vehicles for understanding and articulating the Black 

experience. Ss were 50 low SES adolescents from Tucson, 

Arizona, and East Palo Alto, California, who were assigned 

to either Black Studies, Consultation/Rapping Controls or 

No-Treatment Control conditions. Half of the experimental 

Ss, half of the Consultation/Rapping Control Ss, and all 

No-Treatment Control Ss were pretested with the Tennessee 

Self-Concept Scale0 Subsequent to that, experimental Ss 

received Black Studies exposure one hour daily, three days 

per week for five weeks. The Consultation Control Ss 

received the same amount of time in problem-oriented rap 

sessions,, The No-Treatment Control Ss received no further 

exposure until post-testing. All Ss were post-tested. In 

addition, all Black Studies Ss received follox^-up testing. 

• • VII 
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Six self-concept components were examined. Analysis of 

data revealed that Black Studies Ss manifested significant 

increase from pretest to post-test on the Total Positive 

(an index of the general level of self-esteem) and Identi

fication scores. Consultation/Rapping Control Ss mani-
/ 

fested a significant increase from pretest to post-test on 

the Total Positive score. There were no other significant 

within- or between-group differences„ Black self-concept 

is a multidimensional entity,, Cultural and ethnic iden

tity are two very important constituents of self-esteem. 

There are numerous others, e.g., personal identity, inter

personal interaction, etc. Consideration of these will 

facilitate self-concept enhancement. Black Studies is seen 

as a viable method of enhancing Black self-concept. 



PART I 

SELF-CONCEPT IN GENERAL 

Multiple Definitions of Self-Concept 
and Problem's v7xtTin!feasur>ement 

What is self-concept? This is a question that has 

been addressed by numerous investigators. After a survey 

of "representative views9" Hall and Lindsey (1970) write 

that self in modern psychology has two distinct meanings: 

(1) the person's attitudes and feelings about himself•, 

i.e., the self as object; and (2) a group of psychological 

processes which govern behavior and adjustment^ i.e., the 

self as process. They collated these views from a score 

or more theorists ranging from Mead (19 34) to Sherif 

(1962), Symonds (1956) defined self as the way in which an 

individual reacts to himself. Snygg and Combs (1949) 

defined self as the parts of the phenomenal field (i.e., 

the totality of experience that the person is aware of at 

the instant of action) which the individual experiences as 

part or characteristic of himself, Lundholm (1940) defined 

the subjective self as the symbols in terms of which the 

individual sees himselfs and the objective self as the 

symbols in terms of which other people describe the person. 

Sarbin (1952) defined self as a cognitive structure which 

1 



consists of one's ideas about various aspects of his being 

Hilgard (1949) defined self as one's image of himself,, 

Chein (1944) defined self as the content of awareness 

which has no reality apart from such awareness, Sherif 

(1962) defined self as attitudes of the individual towards 

himselfs other people, and social institutions«, and which 

also influence his behavior, Bertocci (1945) defined self 

as a complex, unitary activity of sensing9 rememberings 

imagining} perceiving, wanting9 feeling, and thinking, 

Stephenson (195 3) saw self as a person's notions about him 

self, i.e., self-reflections, and which can be studied 

quantitatively. Mead (1934) defined self as an object of 

awareness that a person develops as a consequence of 

experiencing how others react to him in different social 

settings such as home (family self), school (school self), 

etc, Koffka (1935) defined self as the core or nucleus of 

the ego, a segregated part of the total field which is 

embedded in and interacts with the behavioral environment 

which surrounds ite Erikson (1959) defined self-identity 

as the object which emerges from all experiences in which 

a sense of temporary self-diffusion was successfully con

tained by realistic self-definition and social recognition 

Buhler (1962) defined phenomenal self as self-perceptions 

and self-concepts, and core self as comprising life's 

basic processes, i.e., need satisfaction, self-limiting 
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adaptation9 creative expansion and maintenance of internal 

order. And, Rogers (1959) defined self as the portion of 

the phenomenal field which gradually becomes differen

tiated and who states that self-concept denotes perceptions 

of the characteristics of "I" and "me3" perceptions of how 

"I" and "me" relate to various aspects of lifes and the 

values attached to these perceptions0 After this survey 

of views regarding self9 Hall and Lindsey stated that there 

was not too much consistency in the way in which the term 

is used by various writers,, 

Inconsistency in definitions of self-concept had 

also been noted in a review by Lowe (1961), who listed six 

uses of the term "self," The first self is the knowing 

self whose function is to apprehend reality,, Lowe departs 

from this view as he doubts the ability of self to per

ceive itself correctly in those areas which are of great 

value to it. Change in the self as perceiver is the aim 

of client-centered therapy, A second conception of self 

is that of motivator. This view holds that the individual 

is motivated by a need for self-assertion or self-

realization to achieve those potentials which inhere with

in the self. This construct is involved in ratings of 

real-self and ideal-self, A third view is the semireli-

gious concept of self as that which experiences itself, A 

fourth construction views self as an organizer. 
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Operational measures of self-consistency imply the exist

ence of this self, A fifth approach views self as a 

pacifier. This view perceives the self as an adjustment 

mechanism which seeks to maintain congruence between self 

and non-self, A sixth view constructs the self as the 

subjective voice of the culture, Here9 behavioral consist

ency is seen as residing in similar environmental events 

rather than in the individual, Lowe submits that the con

cept of self chosen is the one that best fits one's own 

frame of reference9 and that the choice depends more on 

faith than on logic. 

Lowe further states that differing methods are 

used in attempts to measure self-concept. He lists three 

difficulties with such measurement attempts: 

1. Attempting to convey inner experience by making 

check marks or sorting cards; 

2, Attempting to efficiently and systematically select 

items for the scales and sorts; and 

3» Different measures imply different operational 

definitions. 

Where measures apply a similar rationale, Lowe con

tended that significant correlations between measures have 

been found. He further asserted that measures of self-

concept have reliability; have validity in that validation 

studies have found significant relationships with 



5 

established variables, e.g., adjustment; and are inter

changeable to a certain degree. 

Problems with self-concept definitions and measure

ment were also addressed by Wylie (1961) in her comprehen

sive research review and evaluationQ She wrote that the 

word "self-concept" has come into common use to refer to 

the self as an individual who is known to himself0 (Note 

that this conscious self-concept is sometimes called the 

phenomenal self9 and phenomenology becomes9 for Wylies the 

direct study of awareness,) Howevers the basic constructs 

as defined by the writings of the phenomenologists seem to 

point to no clear empirical referents. Thus9 Wylie noted 

that self-concept research could not be classified accord

ing to theoretically relevant categories because the 

theories are vagues incomplete9 and overlapping; and 

because no one theory had received extensive empirical 

exploration. The use of inferred variables has led to 

problems in defining terms and achieving appropriate ob

servable indices for self-constructs. The result9 accord

ing to Wylie9 has been ambiguities in measurement 

instruments and chaos because the definition and inference 

issues have not been explicitly recognized and systemat

ically handled. She contends that the self-constructs 

have been stretched to cover so many inferred cognitive 

and motivational processes that their utility for analytic 
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and predictive purposes has been diminished. She goes on 

to state that though the phenomenologist may assign great 

importance to inferred constructs9 the methodological 

requirement of anchoring constructs to observable anteced

ents and consequents must be the same for him as for other 

researchers. She recommends that self-concept constructs 

be less vague and more limited and that measurement instru

ments be limited and well analyzed,, 

Crowne and Stephens (1961) also concern themselves 

with methodologies employed in self-evaluation. They 

write that while a common denominator seemed to be the 

degree of self-satisfaction in self-evaluation9 no single 

definition of self-acceptance would be acceptable to all 

who use the term. However9 research has proceeded on the 

assumption that the many diverse self-acceptance instru

ments were interchangeable, Crowne and Stephens list four 

major methodological problems found in their review of the 

measurement of self-acceptance: 

1, Results from studies employing different measure

ment operations were generalized and incorporated into the 

larger body of self-acceptance research. 

2, Adequate definitions of the constructs were usu

ally lacking9 and there was a lack of concensus as to the 

behavioral referents of self-acceptance. 
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3, Self-evaluative behavior is highly susceptible to 

social desirability. 

4, There was a need for evidence concerning the tem

poral stability of self-acceptance, and the consistency of 

an individual's self-acceptance from one situation to 

another. 

In addition, they report an overwhelming absence 

in systematic test development, standardization and valida

tion. 

It can be seen from the above that even the 

reviews are beset by inconsistencies. Though reviewing 

and evaluating the same writers, different reviewers make 

varying abstractions from the same work. The most con

sistency lies in the inconsistency. That is, reviewers 

all agree that self-concept literature and research are 

plagued with ambiguity, inconsistency, and multiplicity of 

self-concept definitions; and multiple measurement instru

ments which have varying reliability and are sometimes 

still in need of standardization and validation, 

Fitts's Self-Concent formulation and 
Criterion Measure ('i^He*~Tennessee """ 

' "Seif-'C'oncept 'ScaTe) 

The self-concept formulation of William Fitts 

(July 1971) has been selected for explication as it is a 

fully developed statement; and because the Tennessee Self-

Concept Scale, a reliable, well-validated and adequately 
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standardized scale, is based upon it. By way of intro

duction 9 Fitts writes that each person exists as an object 

which is existing in a constant dynamic state and is in a 

continuous process of some kind of internal or external 

action9 e.g., movings metabolism9 sleep9 etc. As a human 

organism^ he thinks9 reasons9 uses symbols9 etc. Fitts 

contends that humans differ from other animals principally 

in the ways he processes incoming stimuli;, and in his 

ability to abstract and symbolize. These two differences 

are interrelated and are fundamental to Fitts' s conceptual

ization of self-concept. That man can abstract and 

symbolize means that he thinks about9 remembers, and con

siders objectss people8 or events. He also assigns mean

ings and values to them9 can evoke their visual images9 

and synthesizes or summarizes them through symbols such as 

names or labels. Of particular importance is his assign

ment of values to these incoming stimuli. Objects9 

including the self8 may be beautiful or ugly9 appealing or 

repugnant9 valuable or worthless9 forbidden or acceptable. 

Fitts's view of self is phenomenal9 i0e,9 the self 

as observed9 experienced9 and judged by the individual 

himself; this is the self of which he is aware. The sum 

total of all these awarenesses or perceptions is his image 

of himself--his self-concept. This self-concept blends 

together in a unified and dynamic whole. Its parts 
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interact freely, yet cohesively, with each other. Concur

rently, any given part or the whole may be interacting with 

external aspects of his phenomenal world, In Fitts's con

ceptualization, there are three principal parts or sub-

selves of the self: self-as-object (Identity-Self), self-

as-doer (Behavioral-Self), and self-as-observer-and-judge 

(Judging-Self), 

The Identity-Self is considered by Fitts as the 

most basic aspect of the self-concept. This is the "Who am 

I?" feature of the self-concept--the labels and symbols 

assigned to the self by the individual to describe himself 

and establish his identity. These labels or elements of 

identity influence the way an individual perceives, responds 

to, and interacts with his phenomenal world; they also 

influence the observations and judgments he makes about 

himself as he functions. These elements of identity con

tinue to expand with the growth and broadening of the in

dividual's abilities, activities, group memberships, and 

sources of identification, Fitts indicates that the pri

mary source of material for the Identity-Self is the 

Behavioral-Self, Behavior precedes identity in the infant 

and, to a lesser degree, throughout life. Likewise, the 

Identity-Self has an influence upon one's behavior, Fitts 

uses the example of dancing. That is, if one is asked to 

dance and "dancer" is no part of his identity or behavioral 
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repertoire, he will probably decline to dance. Likewise, 

behavior has a converse influence on identity. One cannot 

label oneself as a dancer without first participating in 

some of the activities associated with dancing. Fitts cap-

sulizes it by saying that in order to be something, one 

generally has to do something; but in order to do something, 

one generally has to be something„ Fitts's point is that 

he perceives these subselves as equally important and that 

each influences the other. He feels that true integration 

of the self requires free, continual, and realistic inter

action between the two. 

The Behavioral-Self, according to Fitts, should 

function quite freely in the young child. He does whatever 

he is prompted to do by internal and external stimuli. The 

consequences of his behaviors influence their continuation 

or extinction; they also determine whether new behaviors 

are abstracted, symbolized and incorporated into his 

Identity-Self, Fitts asserts that it is intrinsically 

rewarding to do the things one is able to do. The basis is 

not evident from Fitts's explanation. He uses walking as 

an example, and he goes on to say that the internal.con

sequences reinforce the behavior, the behavior is practiced 

and mastered, and the capacity to carry out the behavior 

becomes part of one's identity. Thus, according to Fitts, 

the child experiences a need to walk, enjoys walking, and 
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receives much internal reinforcement or satisfaction from 

this achievement. His Identity-Self expands to include the 

label "walker." In addition there are external conse

quences of the behavior; namely9 that parents and others 

are proud when the child learns to walk9 and they reinforce 

him positively. Some newly implemented behaviors may have 

more complex consequences0 Writing on the wall9 for 

example9 may have positive .internal consequences but neg

ative external consequences. If learning occurs in a 

desirable manner, the child realizes that his behavior9 

though fun, has negative consequences which are not worth 

it. Thus, he can choose not to do it again or to acc *pt 

that he has chosen to do this undesirable thing. Less 

desirable forms of learning would be to label his total 

self as undesirable or to deny the behavior completely. 

Fitts's third subself, the Judging-Self9 is involved 

in the interaction between Identity-Self and Behavior-Self 

and their integration into the total self-concept. The 

Judging-Self functions as observer9 standard setter, 

dreamer, comparer, mediator8 and evaluator. According to 

Fitts9 the Judging-Self observes the Identity-Self and the 

Behavioral-Self and says "Well done!" or "I like you," or 

"I'm proud of you." etc. The tendency in man to assign 

values to many of his perceptions is seen by Fitts as 

important. For example, one may perceive himself as tall, 
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Black, and strong; more important is whether he considers 

it good or bad to have these attributes. This evaluative 

tendency of the self is seen as a primary component of 

self-perception9 and it provides the material or sustenance 

for self-esteem. 

In Fitts's view9 self-esteem is strongly dependent 

on self-enhancement3 as anything that is self-enhancing 

increases self-esteem,, Self-esteem is also seen as related 

to maintenance of the self-concept in that revisions of the 

self-concept that entail the risk of lowered self-esteem 

are threatening and therefore resisted. The Judging-Self 

attends primarily to self-esteem as it views the Identity-

Self and Behavioral-Self. Self-perceptions focus primarily 

on those characteristics of the Identity-Self9 and the 

actions of the Behavioral-Self which are immediately in

volved in either the maintenance or enhancement of the 

self. Attributes or skills important in the past become 

irrelevant if not contributing to present self-esteem. 

They may have contributed,, however5 to one's present self-

concept by adding to one's uniqueness or growing store of 

self-esteem, thus9 freeing one to move towards greater 

self-actualization which9 in turn0 generates even more 

self-esteem. (Note that self-actualization is a term bor

rowed from Maslow [1970] to indicate the full use and 

exploitation of talents, capacities and potentialities. 
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According to Maslow, self-actualizing people seem to be 

fulfilling themselves and doing the best they are capable 

of doingo They are people who have developed or are devel

oping to the full stature of which they are capable„) Once 

esteem is established and its maintenance assured, the need 

for self-esteem becomes less prominent in coloring self-

perceptions o 

Consideration of the sources of self-esteem help to 

clarify the functioning of the Judging-Self, According to 

Fittss esteem is derived from two main sources: the self 

and other persons. Esteem is earned as one achieves cer

tain goals9 operates by certain values, or measures up to 

certain standards. These may be externals internal, or 

boths and may be established, regulated, and applied by the 

Judging-Self, others, or both, Generally, these goals, 

values9 and standards are initially incorporated from 

others and esteem can be earned only by measuring up to the 

expectations of others; thus, the initial source of self-

esteem is from others. However9 esteem also emanates from 

the self whenever the Behavioral-Self engages in self-

actualizing behavior, i,e,s when one is meeting one's own 

physiological needs, protecting one's self, loving, and 

otherwise actualizing one's abilities, 

Fitts indicates that there exists subselves in addi

tion to the Identity-Self9 Behavioral-Self, and Judging-Self. 
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He considers these other subselves as external in frame of 

references whereas the first three are considered internal. 

He indicates that these subselves may be numerous depending 

upon the roles, activities9 and values of the individual. 

However, those seen as having the most general applica

bility ar'e: the Physical-Self, Moral-Ethical-Self 9 Personal-

Self, Family-Self9 and Social-Self, Each of these addi

tional subselves are seen as containing elements of the 

three basic subselves. The degree of internal consistency 

between and within these subselves influences integration 

and the effectiveness with which the total self functions. 

Addressing the measurement issue9 Fitts indicates 

that self-concept is a multifaceted entity which cannot be 

adequately described along a single continuum or by a 

single score or label. He indicates the necessity for a 

multivariable instrument which adequately portrays the com

plexities of the self-concept. He further indicates that 

once the complexities had been portrayed9 there remained a 

need for a single score which somehow captures9 summarizes, 

and integrates the essential features of a person's self-

concept, Fitts writes that a complete understanding of a 

person would require that we be able to perceive all the 

details as he sees them himself; it seems unlikely that 

such an understanding would be possible. Consequently, he 

conceives of measurement as a sampling process which 
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systematically takes self-perception samples from each of 

the major subselves. Together9 these are seen as consti

tuting a sample of the over-all self~concept, The content 

of the self-perception items are described as emotional in . 

tone and generally applicable to most people. The esteem 

value attached to each item is also assessed, 

Fitts (1965) devised the Tennessee Self-Concept 

Scale (TSCS) as his criterion measure. The TSCS consists 

of 100 self-descriptive statements to which the subject 

responds on a 5-point response scale ranging from complete

ly true to completely false. The TSCS will be described in 

detail in the Methods section of this paper. Generally, it 

includes the eight subselves already mentioned and con- • 

siders the following variables: 

1, Specific content of the self-image 

2, Value or esteem loading of perceptions 

3, Consistency or variability across the subselves 

4, Defensiveness or degree of self-disclosure 

5, Clarity and differentiation of the subselves 

6, Conflict or contradiction within subselves 

7, Patterning of self-concepts 

8, Over-all level of total self-concept 

. The TSCS has been well-standardized. The original 

norms were developed from a broad sample of 62 6 people. 

The sample included people from various parts of the 
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country; age ranges from 12 to 68; equal numbers of both 

sexes; Black and White subjects; and representatives of all 

socio-economic levels from 6th grade through the Doctor of 

Philosophy degree,, Reliability estimates based on test-

retest methods range from ,80 to » 92 0 The validity of the 

TSCS rests on a broad base of positive findings. Concur

rent validity was supported by Christian (1969)8 who 

correlated five indices of physical fitness with nine TSCS 

measures of self-concept, i,e,9 the eight subscales and the 

Total Positive score. He found that three measures of 

physical fitness (muscular endurance9 cardiovascular index, 

and the over-all physical fitness index) were significantly 

and positively correlated with the TSCS score for Physical-

Self, Content validity was handled through unanimous 

agreement by judges9 i«e0 s an item was retained in the TSCS 

only if there was unanimous agreement by judges that it was 

assigned to the correct category. There are numerous 

studies supporting the predictive validity of the TSCS, 

One such is by Seeman (1966)9 who predicted that well inte

grated persons, as assessed by the Personality Integration 

(PI) score on the TSCS9 would function more efficiently in 

areas of intellectual and academic performance. His study 

supported this hypothesis. College students who were found 

to be high in PI had higher Grade Point Averages than ran

dom, normal comparison groups despite the fact that there 
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were no differences in basic intellectual ability. This 

suggested that the high PI subjects used their intellectual 

resources more efficiently than the average person. There 

are also several studies assessing the construct validity 

of the TSCS, One such is by Vacchiano and Strauss (1968), 

who did a factor analysis on the 100 scale items rather 

than on subscales representing various combinations of 

items. They extracted out; 

1, Factor I, consisting of 8 items9 which represented 

a negative concept of family life. Factor II, consisting of 

6 items, which was interpreted as measuring a concept of 

family-self. Thirteen of these 14 items were included in 

the Family-Self subscale of the TSCS. 

2. Seventeen TSCS items were distributed among 6 fac

tors considered a measure of moral-ethical self. Fourteen 

of these 17 items were included in the Moral-Ethical Self 

subscale on the TSCS, 

3. A group of 3 factors consisting of 13 items was 

identified as measuring physical self. All 13 items were 

included in the Physical-Self subscale on the TSCS, 

4, Two other factor clusters were identified as measures 

of personal and of social self. These factors were not as 

clearly associated with the subscales on the TSCS as those 

reported above. Four factors consisting of 20 items consti

tuted the personal-sc.. f cluster: Fourteen of the 20 items 
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were from the Personal-Self subscale of the TSCS; 4 items 

were from the Social-Self subscale, and 1 item each came 

from the Family-Self and Physical-Self subscales. Five 

items were included in the social-self factor: Three of 

the 5 were from the Personal-Self subscale; and 2 of the 

5 were from the Social-Self subscale. 

Though some construct issues remain unresolved, 

this study provides some support for the construct validity 

of the TSCS. 

In general9 the TSCS is well standardized, reliable 

and valid. It rests on a broader base of empirical support 

and positive findings than any other self-concept instru

ment presently available# For this reason, it was chosen 

as the assessment instrument in the current study. 



PART II 

BLACK SELF-CONCEPT 

Introduction 

The Black American has gone through several transi

tions in this country,, These were, to name a few, chattel 

slavery, second-class citizenship, the civil rights move

ment, the riots and militancy of the 1960's, and the Black 

awareness movements of the late 1960's and early 1970's„ 

It seems likely that these experiences would be reflected 

in Black self-concept. The traditional view was that 

Blacks, who were long treated as inferior human beings, had 

internalized this valuation and have a negative self-

concept. It seems feasible that this may have been the 

case prior to the mid-I960's. However, it seems that a 

more positive Black self-concept would be the probable con

comitant to the recent advances in Black awareness. The 

purpose of this section is to review the recent literature 

on Black concept, with particular emphasis on approaches to 

enhancement. 

Prior to empirical observation, the state of Black 

self-concept can be gleaned from written material. It gen

erally supports the traditional view that Blacks had a poor 

19 
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concept of themselves. For example, William E, B. Dubois, 

a renowned Black writer, wrote in 1903: 

The Negro is a sort of seventh son, born with a 
veil9 and gifted with second-sight in this 
American world, a world which yields him no true 
self-consciousness, but only lets him see him
self through the revelation of the other world. 
It is a peculiar sensation, this double-
consciousness, this sense of always looking at 
one's self through the eyes of others, of measur
ing one's soul by the tape of a world that looks 
on in amused contempt and pity. One ever feels 
his twoness, —an American, a Negro; two souls, 
two thoughts, two unreconciled strivings; two 
warring ideals in one dark body, whose dogged 
strength alone keeps it from being torn asunder. 
The history of the American Negro is the history 
of this strife, —this longing to attain self-
conscious manhood, to merge his double self into 
a better and truer self (1965, pp. 215-216). 

What emerges from this is the idea that the Black man 

viewed himself as strong, but torn in two and somehow de

fined by others® views. The inference is that the Black 

man, as a function of his double self, viewed himself as 

somehow less than what he could be. 

Early Studies: Emphasis on Racial 
1 denti'Fication, Awareness, 
"Attitudes, and~~Preference 

Actual empirical investigation of Black self-concept 

has taken various forms. The early research attempted to 

identify the time at which children become aware of race and 

the nature of their racial preferences. The Clark studies 

are prototypic in this area. Clark and Clark (1939) 

attempted to assess the development of self and racial 
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awareness. Black preschoolers were presented with various 

drawings of Black boys, White boys, a clown, and some ani

mals; they were asked identity questions, e„g,9 "Show me 

which one is you," etc, Results for male Ss indicated that 

they chose the Black boy more; that the tendency to choose 

the Black boy increased with age, while the clown and ani

mal choices decreased, and choices of the White boy 

remained stable. Choice results for female Ss approximated 

chance and did not reveal any significant trends. The gen

eral conclusion from this study was that a definite delin

eation of self in these Ss occurred between the ages of 3 

and 4. 

Clark and Clark (1940) extended the above study and 

investigated skin color as a factor in racial identifica

tion, The methodology was basically the same with the 

exceptions that clown and animal choices were excluded, and 

Ss were divided "on the basis of skin color into light, 

medium, and dark," Results indicated a direct correspond

ence with skin color, i0e„, the percentage of Black choices 

increased from light to dark, respectively. The authors 

concluded that self-identification in these Ss was based on 

physical characteristics within racial groups rather than 

on socially defined racial group differences, 

Clark and Clark (1947) assumed that racial identi

fication was related to the genesis of racial attitudes and 
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designed doll studies to investigate this assumption,, Ss 

were Black 3-7 year-olds from the North and South, who were 

asked to choose between black and white dolls in response 

to preference, racial identity8 and self-identity ques

tions, The results indicated that most Ss displayed 

knowledge of racial differences, while only two-thirds of 

them identified themselves with the black doll. The 

results also indicated that the majority of the Ss chose to 

play with the white doll, attributed positive characteris

tics to the white doll, and attributed negative character

istics to the black doll. The authors suggested that 

Blacks developed negative self-attitudes because of their 

color. 

Mussen's (19 5 3) statement.was based on differences 

in fantasy productions. Black and White Ss were given 13 

TAT cards and asked to make up a story about each one. 

Results indicated that Black Ss tended to fantasize 

receiving aggression from the environment and perceived it 

as hostile. This was interpreted in terms of inferiority 

and helplessness. 

In an extensive study, Stevenson and Stewart (1958) 

investigated racial attitudes, preferences and discrimina

tion of racial differences in White and Black 3»7 year-olds. 

Assessment indices were drawings about which difference 

questions were asked, dolls about which assembly and choice 



responses were requested, and pictures about which comple

tion of incomplete stories was requested,, Results indi

cated no significant group differences with regard to 

discrimination of racial differences. With the dolls, 

White Ss accuratel}' assembled the dolls by race significant

ly more than Black Ss; also9 White Ss made significantly 

more own-race choices than did Black Ss„ With the incom

plete storiess the Black Ss placed Black children in 

negative positions (i.e., as aggressors, as losers, etc.) 

than did White Ss to White children. Stevenson and Stewart 

suggested that their results provided corroboration for the 

early development of racial awareness and indicated the 

early use of stereotyped roles. 

What emerged from these early studies was that by 

the age of 1, Black children accurately identified them

selves with a black rather than a white doll. However, in 

choice situations, they most often preferred the white doll 

and associated it with positive attributes, while they 

associated the black doll with negative attributes. Like

wise, they accurately identified black characters in 

drawings, and associated Black characters with negative 

attributes in fantasy productions. This was interpreted by 

the investigators as indicative of Black children having 

negative attitudes toward their race, disapproving of a 
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critical aspect of their self-imageg and consequently 

having negative self-concepts, and lacking self-acceptance. 

Variables Investigated in 
More Recent "Studies 

Racial Identification9 
Racial Awareness9 and 
Racial Preference 

Recent studies focusing on racial identif:' •= ion, 

racial awareness, and racial preference do not support the 

old view that Blacks had negative self-attitudes and were 

lacking in self-acceptance» The findings are mixed: some 

studies corroborate the old view, and other studies indi

cate that Blacks have positive self-concepts. Other 

studies reveal a complex combination of results rather than 

simple linear finding„ 

In the Morland (1966) study. Black and White pre

schoolers from the North and South were matched by age and 

sex, were shown pictures of White and Black children and 

adults, and were asked racial acceptance, racial prefer

ence, racial self-identification, and racial recognition 

questions. For example, a preference question (i.e., 

"Would you like to play with these children?") was asked 

about three pictures, and responses were scored as accept

ance, nonacceptance, and rejection. Similar questions were 

asked under the other three categories. Results indicated 



that 68% of all Ss accurately identified themselves, while 

only 49% of all Ss had racial recognition ability; Southern 

White Ss scored highest on this measure. Results further 

indicated that 65% of all Ss preferred White children. 

Southern Black Ss were least likely, and Southern White Ss 

were most likely to prefer White children. Yet, 95% of all 

Ss accepted White children as playmates, and 8 5% of all Ss 

accepted Black children as playmates, Thus, these data 

provided support for the contention of other race prefer

ence in Black children but cast doubt on the notion of own 

race rejection. 

Greenwald and Oppenheim (1968) extended the doll 

technique to include a black doll, a x^hite doll, and a 

mulatto doll. Black and White 4 and 5 year-olds were asked 

identity questions, preference questions, and value-loaded 

questions (e.g., "Is there a doll that is a nice color? 

. . . is a bad doll?" etc.). Results revealed that 68% of 

all Ss preferred the white doll for play, 69% of all Ss 

thought the white doll was "good," and 2 5% of all Ss thought 

the white doll had a nice color. These data further 

revealed that 44% of the White Ss misidentified themselves, 

while only 13% of the Black Ss misidentified themselves as 

opposed to 39% in the Clark and Clark (1947) study. This 

decrease in percent of misidentification by Black Ss was 

interpreted in terms of a less restricted response range. 
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Hraba and Grant (1970) sought to replicate the 

findings of Clark and Clark (1947) in an interracial set

ting, i«e09 Lincoln,, Nebraska,, White and Black 4-8 year-

olds were shown dolls and asked racial preference and iden

tification questionso In addition9 the authors did a 

sociogram including the name and race of Ss best friends. 

The results revealed that 90% of all Ss accurately identi

fied themselves. Further9 the majority of both groups of 

Ss preferred the doll of their own race, Sociogram results 

revealed no apparent relationship between doll preference 

and the race of friends; the majority of all Ss had friends 

of the other race. These data provided support for pos

itive self-concepts in Black Ss and were interpreted in 

terms of interracial contact and a Black-pride movement in 

Lincoln. 

Ward and Braun (19 72) utilized the Piers-Harris 

Self-Concept Scale and the doll (i.e., puppet) technique to 

assess the interrelation between self-esteem and racial 

preference,, Black 7-8 year-olds from a middle SES inter

racial suburban school and a low SES interracial inner-city 

school were shown black and white puppets and asked prefer

ence questions (e„g,9 "Give me the puppet that is a nice 

color," etc,). The results revealed that the majority of 

the children preferred the black puppet, Also9 the Ss with 

higher self-concept scores made significantly more black 
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preference choices. These data suggest a correlation 

between positive self-concept and black preferences and 

were interpreted in terms of interracial interactions and 

Black awareness movements0 

In an extensiv' investigation, Dansby (1972) uti

lized questionnaires containing concealed anti-Black 

stereotyping, semantic differentials9 the listing of 

descriptive adjectives9 and pictures of Blacks with various 

combinations of facial features to assess racial preference 

and attitudes in southern Black college students. Question

naire results revealed that while a minority of the Ss held 

anti-Black stereotypes, the vast majority did not endorse 

them. Semantic differential results revealed that re

sponses to the term "white" were neutral, while responses 

to the term "black" were positive. Adjective listings 

revealed that white was most often associated with "pure," 

while black was most often associated with "beautiful"; and 

the category "badness" had the same frequency of associa

tion for black and white. However, the percentage of 

adjectives in negative categories was higher for black than 

for white0 Preference results revealed a preference for 

Blacks with light skin and White features. More militant 

responses were obtained from questionnaires handed out by 

"Afro-wearers" than "non-Afro wearers." Dansby®s conclusion 

was that while some evidence of self-hate, self-pity, and 
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identification with White values remained, the data sug

gested that Black pride was fact and not fantasy. 

What emerged from the recent racial identification, 

preference and attitude studies was a mixture of findings. 

Some studies supported a view of negative self-concepts; 

other studies supported a view of positive self-concepts; 

and findings from other studies were mixed„ The inclusion 

of more variables provided valuable insight, The notion 

that choice of the white doll meant rejection of the black 

doll and correspondingly self-rejection was negated by data 

indicating that choice of one doll did not necessarily mean 

rejection of the other doll. Further revealed was that 

choice of one's own race did not necessarily mean rejection 

of another race, i.e., both Black and White children pre

ferred their own race and had friends from the other race. 

The behavioral consequences of own-race preference and 

identification were not the exclusion of other peoples. 

Variables Operating to Influence 
Black Self-Concept 

The major focus in recent studies was a shift from 

the emphasis on the status of Black self-concept to.the 

explication of variables operating to influence it. These 

explication attempts involved several strategies and sundry 

assessment indices. Several of these studies will be 

summarized now. 
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Correlates of Self-Esteem 

Piers and Harris (1964) developed a self-report 

instrument to determine the correlates of self-concept in 

children,, Third, sixth, and tenth grade Ss were given a 

collection of statements about what they liked and disliked 

about themselveso Results revealed the following factors 

to be related to self-concept: behavior8 general and 

academic status, physical appearance and attributes9 anxi-

ety, popularity, and happiness and satisfaction. 

Crain and Weisman (19 72) also examined some corre

lation of self-esteem. Black and White women and men rated 

themselves in the areas of family relations, character, and 

ability. From an interesting array of status of self-

concept results in these Ss, Crain and Weisman extracted 

the following as correlates of self-esteem for Blacks: 

assertiveness (i.e., functional aggressiveness), dysfunc

tional aggressiveness (i.e., open expression of anger), 

education, achievement, expectations of personal success, 

and region of birth. 

McDonald and Gynther (1965) had also investigated 

variables correlated with self-esteem. Black and White 

16-19 year-olds from the South were given the Interpersonal 

Check List and self-ideal-self differentials were done. 

The smaller the differential between self and ideal-self, 

the higher self-esteem is inferred to be. The results 
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revealed positive self-concepts in Black Ss. Also, dom

inance (a measure of assertive, aggressive leadership 

qualities) and love (a measure of friendly, warm, coopera

tive characteristics) were indicated as correlates of self-

esteem in Black Ss. 

Though not mainly addressed to that issue, 

Wendland's 1967 study also reveals some correlates of self-

esteem,, White and Black eighth~graders from low SES levels 

and segregated schools .were drawn from the following type 

residential areas; rural, village, small town, and large 

city. All Ss were given the Tennessee Self-Concept Scale 

and a scale developed to determine the degree of cynicism 

toward the environment. The results revealed higher self-

concept scores in Black Ss, higher self°concept score in 

rural Ss, and more environmental estrangement in Black Ss, 

who were also more inclined to find fault with others than 

with themselves. This suggested that positive self-esteem 

in Black Ss was maintained through viewing any negative 

societal valuation as pathological rather than viewing one

self as negative. This study adds rural residence and 

a cylical other-orientat-ion to the correlates of self-esteem 

in Black Ss. 

Peer Ratings 

White and Richmond (1970) investigated whether a 

person's perceptions of himself are closely related to the 



way others perceive him. Self-ratings of White high SES 

and Black low SES fifth-graders were obtained through use 

of the Coopersmith Self°Esteem Inventory^ and bipolar 

adjectives from the Osgood Semantic Differential. Peer 

ratings were also obtained. Results revealed no difference 

in the self-concepts and feelings about peers between 

groups. There was a similarity in the way both groups per

ceived themselves and the way they perceived their peers. 

This suggests that the way a person perceives himself is 

the way he is likely to be perceived by others; and9 con

versely, the way others perceive him is likely to have some 

effect on how he perceives himself. 

Ethnic Group Membership 

A popular notion is that ethnic group membership 

plays an important part in how a person perceives himself, 

Rosenberg (1972) attempted to examine how ethnic group mem

bership affected self-esteem. High school juniors and 

seniors from 14 racial and ethnic groups in New York were 

given a self-esteem questionnaire. Results revealed no 

linear or systematic relationship between an ethnic group 

prestige rank and the distribution of self-esteem in the 

group, i.e.9 minority group members did not have particu

larly low self-esteem and vice versa, Rosenberg's inter

pretation was that an individual may refuse to accept 

society's ranking as a part of his self-image; and factors 
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such as individual accomplishments may weigh more heavily 

than ethnic group prestige. 

Powersj, Dranes Close 9 Noonans Wines9 and Marshall 

(1971) also addressed themselves to the effect of ethnic 

group membership on self-esteem, "Jewish-White9" "non-

Jewish-White 8" and Black Ss V7ere given the Soares and 

Soares Inventory to assess self-perception5 and data were 

gathered on grade point averages9 IQ scores„ accumlated 

credits8 absencess tardies9 and average length of time in 

the school district. Results revealed that Black Ss had 

higher self-concepts; that Jewish Ss had higher grade point 

averages than non-Jewish White Ss. who had higher grade 

point averages than Black Ss; and that IQ's were higher for 

Jewish Ss and non-Jewish White Ss than for Black Ss, 

These data also suggest that ethnic minority group member

ship does not in and of itself decrease self-concept. 

Taken together, the last two studies suggest that ethnic 

group membership has the potential for enhancing or de

creasing self-concept. Whether self-concept is affected 

and the trend it takes depend on other factors9 e.g., per

sonal accomplishments. 

The Colors Black and White 

Another variable that has been investigated is 

whether there are positive and negative valuations for the 

colors of black and white in general, Williams (196U) with 
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Black and White college students found white to be asso

ciated with positive and black to be associated with 

negative, Williams9 Tucker and Dunham (19 71) found that 

White college students still associated white with positive 

while the obverse was true for Black students„ Williams 

and McMurtry (1970) studied 13 year-old White children and 

found results highly similar to those found with the White 

college students, Renniger and Williams (1966) and 

Williams and Roberson (1967) found the whitexpositive, 

black-negative phenomenon in preschoolers. It seems that 

the color meanings originate early in life, 

Williams and Rousseau (1971) assessed color valua

tion in Black preschoolers as well as the tendency to 

identify with black and white figures, Three six-year-old 

Headstart students in North Carolina were given the Peabody 

Picture Vocabulary Test (PPVT) and the Color-Meaning Test 

(CMT), On the CMT, Ss were asked to complete stories 

involving 6 positive evaluative adjectives and 6 negative 

evaluative adjectives by indicating whether a black animal 

or white animal was the one described in the story. Also, 

S was tolds "Pretend you are one of these two horses. 

Which horse are you?" Results indicated a significant 

tendency for the younger Ss to identify with the x^hite fig

ure, while there was evidence of a decline in this tendency 

with older Ss, In addition, all age groups displayed a 
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significant tendency to positively evaluate white and nega

tively evaluate black. 

Stabler^ Johnson, and Jordan (1971) also attempted 

to appraise the variable of color connotation. Black and 

White preschoolers from middle to upper-middle income fam

ilies were broadcast "statements reflecting self-concepts" 

from white and black tape-recorder speakers„ Each state

ment was first evaluated by having the child point to either 

a painted9 smiling face or a painted9 frowning face0 It 

was then rebroadcast to the child with equal sound inten

sity from each speaker. The child was asked to indicate 

the box (speaker) from which the sound originated and was 

also asked, "Which box do you like most?" and "Which box is 

most like you?" Results indicated a significantly greater 

tendency for White Ss to guess that positive rather than 

negative statements originated from the white box. Black 

children reported hearing more negative statements orig

inating from the white box than White children. The over

whelming majority of all children identified themselves 

accurately. Eighty-one percent of White children indicated 

that they liked white best9 while 52% of Black children 

indicated they liked black best. These results support 

previous findings that children show early awareness of 

race# In addition9 children also become aware of evalua

tive color connotations at an early age. If such 
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connotations become conditioned to the racial group with 

which they are associated9 they could well be instrumental 

in shaping perceptions of self and otherse 

School Related Variables 

The effect of integration on Black self-concept has 

received some research interest,, Bridgette (1970) admin

istered the Coopersmith Self-Esteem Inventory to recently " 

desegregated Black and Uhite llth-graders from village and 

country areas of North Carolina. The results indicated 

that White Ss of both sexes scored higher than their Black 

counterparts. Results of subsequent 10 measures revealed 

the IQ's for White Ss to be about 20 points above those for 

Black Ss. Bridgette speculated that9 for the first time, 

many Black students were forced to realize that they were 

not as well prepared academically as their counterparts. 

His interpretation was that they were forced into reapprais

al of themselves with a consequent loss in self-esteem. 

Williams and Byars (1970) attempted to determine 

the effect of various types of academic integration on self-

esteem. Black llth-graders from the South (one group from 

newly integrated schools9 another group from a.segregated 

school that had some White instructors9 and another group 

from segregated schools containing all Black instructors) 

were administered the Tennessee Self-Concept Scale at the 
" • y-

beginning and end of the academic year. Over-all results 



indicated that with the exception of physical and social 

self, Ss in all three settings obtained significantly 

higher scores at the end of the academic year than at the 

beginning, Physical-Self results indicated that Ss in the 

integrated schools made significant gains during the year, 

ivhereas the other two groups did not. Total self-esteem 

results indicated that only Ss in segregated settings with 

White instructors made significant improvement. The 

authors suggested that this setting may have been effica

cious for two reasons: the Black Ss remained in familiar 

environs, and White instructors who consented to teach in 

Black schools were more likely to possess liberal racial 

views. It seems that contact with teachers possessing 

positive attitudes towards Blacks can have a facilitative 

effect on Ss self-evaluation in an academic setting. Thus, 

teacher's attitude is a variable with the potential affect

ing self-esteem. In this study, integration did not show a 

facilitative effect. 

The work of St, John (1971) indicated that integra

tion is a complex process. She points out several factors 

involved in the adjustment of a Black child to an integra

ted school: 

1. Poor academic preparation may lower his "probability 

of success," 
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2, Teacher attitudes and classroom technique may 

either lessen or intensify an "initial fear of failure." 

3, His classmates' friendliness or hostility can turn 

the social situation into "threat" or "facilitation," 

4, Finally, academic self-concept shows a high corre

lation with verbal achievement. 

St. John sought to investigate the relationship 

between self-attitudes and achievement in elementary 

pupils, White, Black, Chinese, and Puerto Rican 6th-

graders in interracial classrooms in Boston were given meas

ures designed by St. John to assess academic self-concept 

(e.g., self-ratings of one's position in class), fate con

trol (e.g., three statements like "When I make plans, I'm 

almost sure I can make them work," and general self-concept 

(i.e., adjective ratings), Note that as this was a part of 

a much larger study, data were available on many variables 

including SES, GPA, previous schools and achievements, 

sociometric and pupil questionnaires, observation of 

teacher's style, teacher-pupil interactions, and pupil-

pupil interactions. Fate-control results for White Ss 

indicate that it increases significantly with higher pro

portions of VJhite students in a classroom, while no such 

relationship was found for Black Ss, Ho significant rela

tionship between self-concept and achievement measures was 

found. However, several- trends were apparent. White Ss 
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had higher academic self-concept in classrooms where Black 

children read at a lower level and got lower grades» White 

Ss® general self-concept was high if their mean social 

status was highs but was still higher if Black classmates 

received low grades. White sense of control was positively 

related to the percentage of Black classmates who travel 

from another district9 and to total classroom SE3„ On the 

other hands for Black Ss3 academic self-concept was nega

tively related to out-of-district residence3 total class

room SESs grade point averages and White reading achieve

ment. Fate control was positively related to Black reading 

scores and total SES, General self-concept was negatively 

affected by the proficiency of White classmates, Thus9 

Black students compared themselves unfavorably and had 

lower estimation of their own ability in White classrooms. 

Further analyses revealed that self-concept for 

Black Ss was low in White middle SES schools9 but was high 

in majority Black schools. However9 reading test scores 

indicated that the children "overestimated their achievement 

in majority Black classrooms and became more accurate in 

predominantly White classroomsTheir sense of control was 

high in both the predominantly Black and predominantly White 

lower SES schools, St, John concluded that self-attitudes 

were affected by school context but more by academic com

petition in the classrooms rather than by social status or 
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racial composition per se. She suggested that the long-

term benefit of such competition to self-concept outweighs 

its short-term hazards, 

The relationship between school integration and 

self-concept is not clear, Williams and Byers (1970) 

show that the relationship is influenced by teachers® 

attitudeso St, John indicates that the relationship is in

fluenced by academic competition9 social status9 and race. 

While integration may be evidenced initially by decreased 

self-concept9 long-term benefits are in terms of better 

education and a corresponding enhanced self-concept, 

Kleinfeld (1972) further illustrates the influence 

of teacher attitude on self-concept. She compared the 

importance of parents and teachers in the formation of stu

dents' self-concept0 White lOth-graders from a suburban 

northern school, Black 11th and 12th=graders from an inner-

city northeastern school9 and Black 9th-graders from a 

segregated school in the South were given the Academic Self-

Concept Scale and General Self-Concept of Ability Scale, 

Perceived parental and teacher evaluation of academic 

ability was assessed by measures concerning the student's 

perception of the parents' and teachers' estimate of (1) the 

grades he was capable of getting; (2) whether he had the 

ability to complete college; and (3) whether he had the 

ability to complete graduate school. Results for White Ss 
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indicated that perceived parental evaluations showed a 

stronger relationship to the student's academic self-

concept than perceived teacher evaluations0 Results for 

Black Ss indicated that perceived teacher evaluations were 

more strongly related to the student's academic self-

concept . Kleinfeld's explanation was that Black parents 

were less likely than White parents to be highly educated 

and expert on academic matters. Thus9 their views may have 

had less credibility than the evaluation of the teacher. 

The implication here is that training teachers to improve 

students' estimates of their academic potential may be a 

most efficacious strategy for increasing academic self-

concept and school achievement in Black students. 

Enhancing Black Self-Concent 

Knowledge of variables affecting Black self-concept 

is a first step in any self-concept enhancement approach. 

An exposition of the factors which have been shown to 

improve or enhance Black self-concept would be beneficial at 

this point8 It will be remembered that several studies have 

shown that the color black had negative connotations in our 

societyj while the color white had positive connotations. 

These connotations were found to be present by the age of 4, 

These studies assumed a functional relationship between 

these color concept attitudes and racial attitudes. The 

argument was that the color concept attitudes became 



41 

conditioned and associated with the racial groups9 such 

that resultant racial attitudes reflect the negative and 

positive color connotations0 If such a functional rela

tionship exists9 modifying the basic .color connotations 

should also prove instrumental in modifying racial conno

tations „ Williams and Edwards (1969) attempted to modify 

the black-white concept attitudes in White 5 year-olds who 

were from middle SES families in North Carolina„ The 

materials included a Color Meaning Picture Series (e.g., a 

picture depicting a white rabbit and a black rabbit; S could 

be asked which one is the clean, nice, bad, mean, etc. 

rabbit) and a Racial Attitude—Sex-Role Picture Series 

(consisting of two full length drawings of human figures of 

the same age level who were alike except for hair and skin 

color). Ss were divided into 4 groups: Positive Reinforce

ment only (PR)s Negative Reinforcement only (NR) , Positive 

and Negative Reinforcement (PR), and no reinforcement con

trol (C)„ The experiment was conducted in three sessions, 

each two weeks, apart. The procedure was as follows: 

Session 1 (Learning phase: color meaning procedure): 

Each S was told that he would be shown some pictures, hear a 

story about each one, and be asked to guess the ending of 

the story. Each S was given 48 picture-story presentations. 

a. PR Ss were told that they would receive candy for a 

correct guess. 
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b. NR Ss were told that an incorrect guess would 

result in the loss of two of the 30 pennies they had been 

given at the outset, 

c. PR-NR Ss got candy for a correct guess and lost 

pennies for an incorrect guess, 

d. C Ss were informed that they would get candy and 

pennies at the end "just for playing the game," 

Note that PR and NR Ss were also told they would 

get pennies or candy, respectively, "just for playing the 

game," In order to modify customary responses to black and 

white, positive reinforcement was given for choosing a 

black animal in response to a story containing a positive 

evaluative adjective, or white in response to a story con

taining a negative evaluative adjective. Negative rein

forcement was given for the obverse of the above contin

gency. 

Session 2 (Retention and relearning phase: color 

meaning procedure): 

a, PR, NR, and PR-NR Ss received the first 1/4 of the 

series without reinforcement. The remaining 3/4 of the 

seriesj they received the same reinforcement contingency as 

in the prior session. 

b. C Ss received the same treatment as in the prior 

session. 
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Session 3 (Transfer phase: racial attitude—sex-

role procedure). All Ss were shown pictures of the human 

figure9 told a storys and asked to point to the person in 

the picture they thought the story was about, No feedback 

was given in this phase and no reinforcement was given until 

the end of the session,, 

Williams and Edwards write that there were no sig

nificant differences between the experimental groups. 

Consequently, they pooled the results of these experimental 

groups and compared them with the control group. The 

results indicated that during the learning phase there-was 

no significant difference in the initial response level of 

the E groups and the C groups i,e,9 the majority of Ss in 

both groups made the customary color meaning responses 

(indicated the white dog as being "clean"). From trials 2 

on, the tendency of Ss in the E groups to give the custom

ary responses was reduced significantly. During the 

retention and relearning phase, there was no difference in 

the mean retention score and the mean score from the last 

block of trials in Session 1, Thuss the E groups maintained 

their significant reduction of customary responses over the 

two-week period. The difference between groups increased 

during relearning and showed an even greater reduction in 

the customary responses. During the transfer phase9 the E 
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groups had a significantly lower rate of associating black 

with the negative evaluative adjectives. 

This study suggests that the positive and negative 

connotations of the colors of white and black may general

ize to the racial groups with which they are associated. 

The interesting part of the study is its implication that 

proper reinforcement can modify the connotations of black 

and, hopefully9 the concomitant racial perceptions,, It 

would be interesting to see a replication of this study 

using Black Ss„ Also9 follow-up data are desirable„ This 

study suggests that modification of color connotations is 

one possible line of approach tot^ards enhancing Black self-

concept , 

Some efforts to enhance Black self-concept have 

shown teachers to be important. For examples Williams and 

Byars (1970) showed that teachers' attitude can have a 

facilitative effect on self-esteem9 while Kleinfeld (1972) 

showed that teacher evaluation played an important role in 

the self-concept of Black children,, Feasibly,, then9 the 

teacher can be an effective tool in the enhancing of self-

concept for Black children. Felker9 Stanwycks and Kay 

(1973) designed a program to train teachers to enhance the 

self-concept of their students by teaching the students to 

be more self-rewarding, Teachers of grades 1 through 6 in 

inner city schools with predominantly Black populations 
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were randomly put into either a program or control group# 

Half of the classrooms of both program and control teachers 

were tested before the program began, Program teachers 

were given two half-day training workshops which provided 

training in five principles of cultivating self-rewarding 

behavior in children. They were: 

1. Adults: praise yourselves, 

2. Help children evaluate realistically. 

3. Teach children to set reasonable goals. 

4. Teach children to praise themselves. 

5. Teach children to praise others. 

After one week of classroom application, teachers 

were given another half-day workshop to provide further 

training and clarify any difficulties that had arisen. In 

addition, teachers were trained to train tutors for a pro

gram in which pupils served as tutors, and to develop a 

classroom game which focused the pupils' attention on the 

positive characteristics of their peers. The teachers were 

observed twice in their classrooms. Tests designed to 

assess self-concept (Pictorial Self-Concept Scale for 

grades 1-3, and the Piers-Harris Self-Concept Scale for 

grades 3-6), anxiety (Children's Manifest Anxiety Scale), 

and self-responsibility for school successes and failures 

(Intellectual Achievement Responsibility Questionnaire) 

were given to pupils before and after the program. 
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The results of testing indicated: 

1. No difference between program and control students 

on the Pictorial Self-Concept Scale, In those students who 

had been pretested, there was an increase in scores from 

pretest to post-test. 

2. On the Piers-Harris Self-Concept Scale, means for 

program students increased, while means for control stu

dents decreased. Students who had been pretested had 

higher self-concept (post-test) scores than those who had 

not been pretested0 

3. No difference between program and control students 

on the Manifest Anxiety Scale. In pretested students, 

there was a significant reduction in anxiety scores from 

pretest to post-test, 

4. Control students increased the degree to which they 

accepted responsibility for school success or failure, 

while program classes increased their acceptance of respon

sibility for success but manifested no change in acceptance 

of responsibility for failure. 

The authors write; "The program classes made impor

tant gains in self-concept, reductions in anxiety, and were 

apparently faced with fewer failure experiences than the 

control groups," This is a bit more than their data 

warrant. There is a consistent increase from pre- to post-

testing, even in control subjects. This speaks for some 
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practice effect or other test effect,, In addition^ the 

study never made it clear how exactly the 5 principles of 

self-reward were thought to influence self-concept. Two 

measures which showed a clear program-control differential 

were the achievement responsibility measure and one self-

concept measure. On the basis of the latter9 it seems safe 

to say that the self-concept enhancement program seemed 

responsible for some changes in the expected direction,, 

Other efforts to enhance Black self-concept have 

emphasized the teaching of ethnically relevant material 

(i.e., Black history, Black literatures etc.), Georgeoff 

(1972) used Black and White 4th graders as Ss. They were 

divided into three groups: Group A contained classes of 

Black and White children from the same neighborhood; Group 

B contained classes of Black and White children from differ

ent neighborhoods; and Group Cs the control group9 con

tained Black and White children from the same neighborhood. 

Classes in groups A and B were taught a unit on "The Amer

ican Negro," Classes in Group C followed the regular 

curriculum. At the end of the unit9 classes in all groups 

were given the Piers-Harris Measure of Self-Concept, The 

results for Black Ss indicate no differences between groups 

A and B9 or between groups B and C, Howevers there was a 

significant difference between Group A and Group C, The 

results indicated no difference in the self-concept scores 
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Black Ss who had been exposed to Black history, irrespec

tive of whether they were classed with people from the same 

or a different neighborhood. Ss from different neighbor

hoods who were exposed to Black history did not have 

basically different self-concept scores from same neighbor

hood Ss without exposure0 However9 same neighborhood Ss 

with Black history exposure had significantly higher scores 

than same neighborhood Ss without such exposure0 This sug

gests that the environment (i.e.,, neighborhood or familiar

ity) is also an important variable0 A premeasure would 

have been instrumental in establishing a functional rela

tionship between the Black history unit and enhanced self-

concept, As it standss no such definitive statement is 

possible. However9 this study does speak of the potential 

of enhancing Black self-concept through exposure to Black 

history. 

Roth (1969) investigated the Black students' pride 

and self-concept after exposure to Black studies. Ss were 

Black 5th-graders who came either from segregated Black or 

integrated classes, Ss were pretested with the Self-Concept 

and Motivation Inventory and the Black People Semantic Dif

ferential to assess racial pride. After pretesting, 

experimental Ss were exposed to Black studies, while control 

Ss received no such exposure. Post-test results indicated 

that experimental Ss made significantly greater gains on the 
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Black People Semantic Differential than did control Ss» 

Also-, Ss in integrated classes had more positive attitudes 

than Ss in segregated classes. Self-concept results indi

cated that experimental Ss from segregated classes had more 

positive self-concept than did control Ss from segregated 

classes. This study provides some support for the last 

study.in that it speaks of the potential of enhancing Black 

self-concept through exposure to Black Studies, Note that 

Black Studies include Black literature, history, music, art, 

dance forms of expression. 

One interesting attempt to enhance Black self- • 

concept combined education and psychology to develop 

Project Self-Esteem in three elementary schools in Pitts

burgh's Black communitieso Golin, Davis, Zuckerman, and 

Harrison (1970) heard the concern of Black parents that 

their children received little institutional exposure to the 

roles of Black people in United States history and their 

African heritage. This alienation from the positive things 

associated with being Black, while being aware of the nega

tive Black stereotypes, was seen as contributing to the 

negative self-concept„ Consequently, a program was de

signed wherein Black history would be taught to elementary 

school children in an attempt to promote positive self-

esteem, However, a summer pilot program to study techniques 

of teaching Black history revealed the response of children 
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to be greater when historical concepts were organized 

around participatory programs in art9 music9 dance9 and 

drama, Thus*, curricula in Black arts music9 dance9 and 

drama were developed for use in the public school program. 

Community members were allowed to participate in research* 

For example5 a group of PTA mothers were trained as inter

viewers and interviewed parents to assess parental reaction 

to the program. Black university students were trained as 

testers and administered the psychological tests„ The 

teaching staff for Project Self-Esteem were all qualified 

members from the Black community. 

Ss were Black 5th-graders in six schools. Note 

that each S was in the project for two years9 beginning 

with the 5th grade and extending through the 6th grade. 

Psychological testing was given to all prior to starting 

the program and at the end of the first year9 at the end of 

the second year9 and follow-up testing at the end of the 

third year. Subsequent to initial testing, programs in 

African and Afro-American art9 music9 dance9 and drama were 

begun in the experimental schools. An after-school program 

continued the art9 music9 and dance programs9 and added a 

photography club "to develop an appreciation of the beauty 

in their own neighborhoods" and a project newspaper 

where the children's photographs and writings were pub

lished and circulated within their neighborhood. In 
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addition to the school and after-school programs, field 

trips were arranged where the children met Black artists 

and other Blacks in a variety of occupations "to acquaint 

them with these models and the work that they did," 

While final and follow-up data are not published 

yet, initial data indicate success, Golin et al. (1970) 

write that anecdotal reports suggest generally positive 

effects among the children of the project. As anecdotal 

reports are not sufficient, definitive statements as to the 

success of the project await data completion. It seems 

that this study and its approach of responding to the needs 

of the Black community, developing a program to incorporate 

those needs, and allowing the community members to assist 

in implementing programs could certainly be instrumental in 

enhancing feelings of self-worth in other community members 

as well as in the children, It would have bee.i interesting 

to see self-concept data on some of the community members 

as well as of the children. 

Another community related effort at enhancing Black 

self-concept can be found in the work of Taber (1970), His 

view was that children in the Black ghetto lived with sev

eral mental health problems, primarily poor self-image and 

a concomitant sense of powerlessness. To approach this, he 

utilized the "naturally occurring systems of support within 

the community"—a social network comprised of mothers of 
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disorganized families with young children and a peer sub

system of 14-17 year-old boys. Mothers were engaged to 

participate in a discussion group on neighborhood problems. 

The format was an evening meeting in the home of one of the 

members; the business meeting was followed by a social time. 

The group was primarily interested in recreation for the 

children and improved housing„ Consequentlys they fixed the 

houses9 sponsored children's parties and bus trips, and 

sponsored a play-street program. 

The peer subsystem, a subsystem of the local gang, 

was subjected to a ten-week program which focused on rela

tions with the school, police, and community; vocations; 

the development of Black pride and awareness (through movies 

and literature); and on sex and parenthood. The group made 

tape recordings to "educate people outside the neighborhood 

to positive things about themselves," To continue this 

education, the group spoke on a "soul" radio station and 

wrote articles about themselves. In addition, they gave 

dances, started a basketball team, and started an odd-job 

service. Through successful completion of these tasks, the 

group members were positively reinforced by the researcher 

as well as by the neighborhood adults. 

Unfortunately5 Taber presents no outcome data. It 

is granted that his program promoted recognition and devel

opment of individual assets and skills. It is also granted 
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that the emergence of community self-help groups may 

decrease poor self-image and feelings of powerlessness 

while simultaneously increasing positive self-image. But 

without data, this must remain an assumption rather than a 

definite statement, Taber's project certainly is worth

while and must have consumed a lot of his time. However, 

without the much needed data9 the efficacy of the project 

can only be surmised„ 

Some data from Dissertation Abstracts International 

will now be examined briefly. Andrews (1972) studied the 

effects of Black Studies on the self-concept of Black kin

dergarteners and the relationship of this self-concept to 

school achievement,, Black Studies was defined as a system

atic program of study about past and present Black contri

butions to American culture„ The curriculum materials 

focused on the everyday life patterns of Black society, the 

symbol systems, the institutions, the roles and relation

ships found there, as well as information about ancient 

through contemporary Africa. The program was from the 

Black Curriculum Project designed at the University of 

Illinois, Ss were Black kindergarteners from an integrated 

southern elementary school who were from diverse socio

economic backgrounds. The teachers were Black females, Ss 

were presented the Black Studies units as a part of their 

regular 4-month kindergarten curriculum. To assess 
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self-concept and school readiness9 Ss were administered the 

Piers-Harris Self-Concept Test and the ABC Inventory Readi

ness Test. In addition9 a "test of knowledge" was adminis

tered after each unit to determine if the children 

comprehended and assimilated the content of the Black Stud

ies program. The results indicated that the children 

displayed a knowledge of the areas taughts that children 

developed a more positive self-concept as a result of being 

exposed to the program, that the children improved in readi

ness test scores9 and that there was a positive relationship 

between achievement gain and increase in self-concept 

scores. 

The results of this study are encouraging; but they 

could make a stronger case if adequate control procedures 

had been employed. To rule out the possibility of test 

effects9 data on a group that received treatment but no pre

testing would be helpful. To aid in demonstrating a func

tional relationships data would be helpful on a group that 

received pre- and post-testing, but exposure to the. usual 

kindergarten routine. 

Other studies (Manning 1971 and Smith 1971) utilize 

school-related programs in an attempt to influence self-

esteem. The Manning study reports improved self-concept as 

a function of "a short-term program of study and activity 

designed to improve self concepts," She concludes that a 
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short-term program of study and activity can influence con

cepts of Black children« Unfortunately9 the information 

given presents no data on the content of the program and 

activity involved„ The same is true of the Smith studys 

which reports improved academic and physical self-concepts 

as a function of "an experimental program to improve self-

concept8" However9 the abstract does not specify the exact 

nature of the experimental program. 

The data of Andrews3 however9 provides support for 

the Golin et al„ 19 70 study0 These studies suggest that 

the content of educational material has the potential of 

influencing the self-concept of Black youth. Self-concept 

seems to be an important factor in the educabilitv of dis

advantaged Black youth in that it influences readiness for 

school achievemento It is important to provide children 

with an accurate and fair view of the contributions of all 

racial groups. And it certainly seems plausible that if 

exposure to the major contributions of Blacks can positive

ly affect the self-concept of young Black children,, such 

exposure can also aid in eradicating some of the difficul

ties teachers have experienced in reaching them. Thus, 

Black children and teachers reciprocally benefit from the 

teaching of Black Studies« 

Some investigators have used methods other than a 

teaching program to increase Black awareness in an attempt 
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to increase the self-concept of Black children. Price 

(1971) investigated the effects of film-mediated profes

sional models on the self-perceptions of Black school 

children„ Price assumed that Black children might identify 

with Black professional models and that such identification 

might instill positive self-feelings. Ss were Black 5th-

8th-graders who were from the lower socio-economic status. 

All Ss were pretested one month prior to the first film and 

subsequently divided into three groups. .One group was pre

sented a combination of six films of Black models and six 

films of White models on a weekly basis. Another group was 

presented six films of Black models. The final groups the 

control group, did not view the films. All Ss were post-

tested one month after the last film was shown. The 

results did not reveal any significant differences betx^een 

groups. 

Irrespective of the failure to achieve any signif

icant results, Price's study is interesting. Perhaps if he 

had included a control group that was post-tested shortly 

after the last film, he may have found differential results. 

That is9 the Ss completing treatment after just six films 

had to wait another six weeks before film viewing was com

pleted in the other group and before all Ss were post-

tested. Short-term differentials could have possibly picked 

up with earlier post-testing. On the other hand, any 
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effective change should certainly last longer than six 

weeks; however, perhaps Price's post-testing procedure is 

adequate in the long run. Nevertheless, his choice of pro

fessional role models is doubtful„ It seems5 intuitively, 

that these lower SES Ss might have some difficulty relating 

to professional models and that paraprofessional or commu

nity based models might have been more appropriate, 

Whisenton (1971) investigated the effects of 

planned experiences with outstanding Black citizens of the 

community on the self-concepts of Black children. Her 

basic assumption was the same as that of Price; namely, 

that the children would identify with these people and con

sequently experience increased self-concept, Ss were Black 

6th-graders who were pretested with Berger's Questionnaire 

for Self-Acceptance and Acceptance of Others, as well as 

the investigator's personal scales for assessing Ss pat

terns of identification with Black national figures and 

Ss's aspirations and expectations. Experimental Ss were 

exposed to planned interaction with outstanding Black com

munity members, while control Ss received no such exposure. 

All Ss were post-tested. Results revealed that while there 

were no other between-group differences, experimental Ss 

made significantly greater gains in self-acceptance than 

did control Ss. Thus, exposure to live models in this 
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study proved more effective than did film-mediated models 

in the previously cited study. 

Vail (1971) investigated the effect of encounter 

tapes for personal grox^th on the self-concept of cultur

ally disadvantaged Black girls, Ss were pretested with 

Bill's Index of Adjustment and Valuess as well as with the 

Otis Quick Scoring Mental Ability Test and the California 

Psychological Inventory„ Thens experimental Ss received 

10 sessions of leaderless group counseling in which 

"ENCOUNTERTAPES for Personal Growth Groups" were utilized. 

All Ss were post-tested. Results revealed no differential 

effect due to experimental treatment. This study seems 

ingenious and innovative. It is unfortunate that Vail did 

not obtain significant results. Oftentimes9 the course of 

events in a psychotherapy grcup progresses contrary to what 

is expected or intended. But a group leader can sometimes 

serve as a source of direction and focus. Perhaps Vail's 

results would have been different had he utilized a live 

group leader rather than tapes. However9 Little (1972) did 

use a live group leader in his study which assessed the 

effect of a personal growth group experience on the self-

concept of Black college freshmen. Again,, no differential 

due to experimental treatment was revealed. It seems that 

growth groups met with little success in influencing the 
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self-concept of disadvantaged Black youth and Black college 

freshmen. 

From this brief scan of Dissertation Abstracts 

International, it can be seen that the influence of Black 

Studies 9 other school related programs, film mediated pro

fessional models9 live achievement models, growth groups 

utilizing encounter tapes, and growth groups utilizing live 

group leaders on the Black self-concept have been assessed. 

Of these, only exposure to Black Studies and live Black 

achievement models have been successful. Knowledge of the 

methods that have failed, as well as those that have suc

ceeded, are important to an investigator. In this respect, 

this look at the abstracts has been useful. It has also 

served to highlight certain methodological flaws inherent 

in some of the designs. Studies considered earlier indi

cate that modification of black/white color connotations, 

facilitation of self-reinforcement in students, Black 

Studies, and community involvement would all be fruitful 

approaches to pursue in order to enhance Black self-concept. 

Summary 

In that a great deal of research has been done on 

the concept of self, it is not surprising that researchers 

in Black communities have generated a considerable amount of 

literature on the Black self-concept. This literature is 

also beset by problems with numerous instruments and research 
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designs. Many of the instruments used lack any evidence of 

validity^ reliability, and standardization. The types of 

instrument most frequently used were the rating scale9 the 

structured questionnaire9 the adjective check list9 the 

semantic differentials and some nonverbal measures. All of 

these measures reportedly represent the individual's view 

of himself, However9 Stanwyck and Felker (1971) reported 

evidence of differential results according to the self-

concept measure involved. They wrote that self-concept 

results were "useless without knowledge of the instrument 

used for measurement and the definition from which the. 

instrument was derived," This lack of effective instrumen

tation reflects a lack of precision in defining self-

concept, Perhaps the view of self-concept as multidimen

sional in nature would be most functional. 

The literature is also plagued with research designs 

which fail to control for variables which have already been 

shown to affect the outcome of research efforts to improve 

Black self-concept. The use of organismic variables (e,g,, 

agej sex, and SES) provides a good example. Very few 

studies9 for examples employ adult Ss; most employ elemen

tary school children. An example of the potential influence 

of SES can be seen in the St, John (1971) study where Black 

Ss reported lower self-concepts in predominantly White 

middle-SES schools and higher self-concepts in predominantly 
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White lower-SES schools and predominantly Black schools. 

However, many studies fail to allow for the effects of such 

variables. A similar situation prevails for such response 

variables as achievement, response set9 and social desir

ability, Possibly significant experimenter variables, 

e.g., ethnic group of the experimenter8 are often ignored. 

These problems make it difficult to interpret results and 

generalize across studies. 

There is a lack of consistency in research find

ings of the Black self-concept. Much of the early research 

focused on attitudes towards one's ethnic grouu and assumed 

a relationship between these attitudes and attitudes 

towards oneself. These early studies generally concluded 

that Blacks had a negative self-concept, However9 later 

studies which included more variables reached different 

conclusions; Some studies found negative self-concept in 

Black Ss when compared to White Ss; other studies found no 

difference; and other studies found positive self-concept 

in Black Ss. Some investigatores e,g,9 Baughman (1971), 

questioned the validity of these comparative studies as 

they felt that since Black children were usually reared in 

a Black environment9 other Blacks were a more suitable basis 

for comparison. 

Exploration along different lines revealed that the 

following are thought to be among the variables which have 
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the potential of influencing the Black self-concept: behav

ior^ SES, academic status9 physical appearance and attri

butes s anxiety9 popularity, happiness and satisfactions 

family relations, character, ability, assertiveness, dys

functional aggression, education achievement, expectations 

of personal success, region of birth, perceptions of 

others, type of school attended, geographic location, 

teachers® perceptions, integration, etc0 Included among 

the factors which have been shown to enhance the Black self-

concept are modification of the usual negative connotations 

of the color black, attitudes and perceptions of teachers, 

educational exposure of ethnically relevant (e.g., Black 

history) materials. Black Studies, community development, 

and exposure to Black achievement models. 

By and large, the best results were obtained through 

attempts at enhancing the Black self-concept through pro

grams aimed at increasing the awareness of positive contri

butions made by Black people, and increasing cultural 

awareness. It was felt that these emphases would increase 

Black pride and, consequently. Black self-concept, Societal 

efforts encompassing these emphases peaked around the mid-

to late 60's, That the studies of the mid-60®s displayed a 

trend away from negative self-concepts was assumed by most 

investigators to be related to these emphases. However, 

there is a paucity of empirical evidence. More studies 
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functional relationship is demonstrated. The recent 

studies from Dissertation Abstracts International are en

couraging j but these studies usually have inadequate con

trol procedures. In that raising Black consciousness or 

increasing Black awareness has been shown to have a facil-

itative effect on Black self-concept9 an effort should be 

made to tighten control procedures and provide more struc

ture and improve the content of Black Studies programs. 

This will not only assist in the demonstration of the func

tional relationship mentioned above but may help to 

delineate the parameters of effective programs, and it may 

serve to further enhance the Black self-concept. 



PART III 

THE CURRENT STUDY: ENHANCING BLACK 
SELF-CONCEPT THROUGH BLACK STUDIES 

Overview 

Review of the literature on enhancing Black self-

concept revealed that the best results have been achieved 

through programs aimed at increasing the awareness of 

positive contributions made by Black people and increasing 

cultural awareness. More specifically, the most success

ful self-concept enhancement approach has been the teach

ing of Black Studies, However, more empirical evidence is 

necessary. Studies that exist lack adequate structure and 

and adequate control of organismic variables. In these 

studies a variety of instruments have been used, many of 

which lack evidence of validity, reliability, and stand

ardization. 

This current study was also designed to assess the 

effects of a program aimed at increasing cultural awareness 

and awareness of contributions made by Black people on the 

self-concepts of Black youth. An attempt was made to cir

cumvent the above methodological issue through the use of 

adequate control procedures, facilitation of structure with 

the assistance of Jenkins' (1969) teaching guide utilized 

64 
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in the San Francisco United School district, and use of the 

Tennessee Self-Concept Scale—a reliable, validated stand

ardized scale as the measurement instrument. This Black 

Studies program emphasized Black history and literature as 

they provide a vehicle for highlighting contributions as 

well as identification models, and a vehicle for under

standing and articulating the Black experience® Methods of 

teaching included lectures, discussions, field trips to the 

community, speakers from the community, and audio-visual 

materials. 

Independent variables were types of treatment: 

(1) Exposure to a Black Studies Program, and (2) exposure 

to a Black E available for problem-oriented consultation, 

rapping, etc. 

The dependent variable was post-treatment self-

concept scores. This measure is expressed as a Total Pos

itive (TP) score, which was analyzed by an analysis of 

variance with planned post hoc comparisons. It was 

expected that self-concept increases would occur consequent 

to Black history, literature, etc,, as they provide iden

tification models, new positive role perceptions through 

highlighting contributions, and vehicles for understanding 

the Black experience. Some self-concept increases were 

expected in consultation control Ss, However, as this 

condition only provides for exposure to a Black E, it was 



66 

expected to yield less of an increase than exposure to 

Black history and literature. The no-treatment control Ss 

were expected to display no change from pretest to post-

test. 

Method 

Subjects 

Ss were 50 Black youths; 30 were from Tucson, 

Arizona9 and 20 were from East Palo Alto, California, The 

Tucson Ss were participants in the summer youth programs 

sponsored by the University Heights Area Council and the 

A Mountain Area Council. These programs reouired at least 

two hours per week of "In-House Training." The Black 

Studies program involved in this study was seen as ful

filling that requirement. The East Palo Alto Ss were 

participants in problem-oriented "rap sessions" conducted 

by the E, All Ss were from low socio-economic backgrounds. 

The age range was 13 to 18 years of age, though most Ss 

fell in the 14 to 16 year bracket. Ten Ss were randomly 

assigned to each treatment condition. An equal number of 

males and females were in each group. Note that initial 

plans called for all Ss to come from the Tucson area. 

However, funding for the A Mountain summer youth program 

proved ephemeral. When the funds were finally appropriated 
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there was .insufficient time to run the groups; therefore, 

the remainder of the Ss were taken from East Palo Alto, 

Design Layout 

Group I (10 Ss from University Heights) 

Phase 1: Pretest; Black Studies; Post-test 

Phase 2: 4-week follow-up 

Group II (10 Ss from University Heights) 

Phase 1: Ho pretest; Black Studies; Post-test 

Phase 2: 4-week follow-up 

Group III (10 Ss from East Palo Alto) 

Pretest; Consultation/rapping; Post-test 

Group IV (10 Ss from East Palo Alto) 

No pretest; Consultation/rapping; Post-test 

Group V (10 Ss from A Mountain) 

Pretest; No treatment; Post-test 

Planned Comparisons 

In addition to an over-all analysis of variance, 

the following comparisons were made: 

1, Geographical Effect: Pretest results from Groups I, 

III, and V were compared„ 

2, Effect of Pretesting: (a) Post-test results from 

Groups I vs. II and post-test results from Groups III vs. 

IV; (b) Pretest results from Group V with post-test results 

from Group V, 
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3, Treatment Effect; (a) Post-test results from Groups 

I and II with post-test results from Groups II and IVj Cb) 

Post-test results from Groups I and II with Post-test re

sults from Group V; (c) Post-test results from Groups III 

and IV with post-test results from Group V. 

Procedure 

During the initial meeting at both the University 

Heights Area Council and the A Mountain Recreation Center, 

Ss met the E and were randomly assigned to one of five 

treatment conditions. Ss who were to be -pretested 

received the Tennessee Self-Concept Scale at that meeting. 

To circumvent problems stemming from possible reading dif

ficulties 9 test items were read by the E each time the 

TSCS was given. Upon arriving at the A Mountain Recreation 

Center the following Monday to initiate the scheduled 

treatmentss E was told that the summer program had been 

cancelled due to a lack of funds. Consequently, the 

Consultation/Rapping Control groups were postponed and the 

Black Studies program was conducted at University Heights 

with 20 Ss, half of whom had been pretested, while the 

other half had not. These Ss were exposed to the Black 

Studies program one hour per day, three days per week for 

five weeks. At the end of this five-week period, all 20 Ss 

were post-tested with the TSCS, Four weeks later, the same 

20 Ss received follow-up testing with the TSCS. At the end 
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of July, E received work that the funds had been appro

priated for A Mountain and the summer program would be re

newed. At this time9 the previously pretested Ss received 

the TSCS and served as No-Treatment .Control Ss„ 

During the initial meeting in East Palo Alto, the 

2 0 Ss met E and were randomly assigned to either the pre

test or no-pretest condition. One-half of these Ss were 

in each condition, Ss who were to be pretested received 

the TSCS during this meeting. After the initial session, 

these Ss received the same amount of time in problem-

oriented rap sessions. Sundry topics were discussed, 

including drugs, sex, finances, -orisons, schools, etc. 

Any problem issue initiated by the Ss was considered fair 

game. At the end of 5 weeks, all Ss were post-tested with 

the TSCS. 

Program Description 

Lessons used in this study were planned with the 

aid of the Jenkins1 (1969) teaching guide from the San 

Francisco Unified School District, Smiley (1966) Gateway 

teachers manual (Mager 1972; Gronlund 19705 Dillman and 

Rahmlaw 1972), and are summarized below; 

Lesson 1; Getting Acquainted. 

Objectives; To identify each person by name. To 

listen to and be able to express positive facts about each 

other. 



70 

Presentation: Students were divided into pairs and 

given a total of 10 minutes to interview each other. Each 

member served as interviewer for 5 minutes and was inter

viewed for five minutes. At the end of the 10-minute 

period, each student in the class was responsible for 

introducing the other member in their respective pair and 

for relaying positive information about that person. 

Lesson 2: What's in a Name? 

Objectives: To establish that names, in addition to 

being "people labels," are important in self-identity. To 

describe one Black American's quest for identity and search 

roots. To demonstrate an ancestral link with Africa and 

facilitate a positive image of Africa and Black heritage. 

To pave the way for the unit on Black history. 

Materials: Reader's Digest articles describing 

Alex Haley, his background, and his need for a greater 

sense of identity were read to the students. After this, 

the tape of Haley's personal description of his search and 

results was played. Haley's ancestor (seven generations 

back) had been captured in Gambia, West Africa, and brought 

as a slave to America. He tried to escape several times. 

After the fourth escape attempt, his foot was cut off. 

Consequently, he had remained stable on one plantation and 

was not traded, as had other slaves. He knew his child, a 

very unusual occurrence and was able to pass on his history. 
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This continued through the generations. Haley, a writer, 

traced his ancestry over a 200-year period and finally 

found the village of his ancestor,, Class discussion fol

lowed presentation of the tape. 

Objectives of Black History: To give an historical 

overview of Black experiences in America that commences 

with capture into slavery and continues until this time. 

To identify and emphasize contributions made by Blacks, 

To foster pride in being Black and a part of a significant 

group of people. To provide models for identification. 

Lesson 3: Black Kistory--African Past to Civil War, 

Material: Ebony Pictorial History of Black America, 

Volume 1. 

Presentation; Lecture followed by class discussion. 

Lesson *4; Black History--Reconstruction to Supreme 

Court Decision, 1954. 

Material: Ebony Pictorial History of Black America, 

Volume 2. 

Presentation: Lecture followed by class discussion. 

Lesson 5: Black History--Civil Rights Movement to 

Black Revolution, 

Material: Ebony Pictorial History of Black America, 

Volume 3, 

Presentation: Lecture followed bv class discussion. 

Lesson 6: Black History—The "Who Am I" Game, 



72 

Additional Objective; To demonstrate how details 

of appearance9 action9 or accomplishments delineate 

charactera 

Materials; Peters (1970)„ The Ebony Book of Black 

Achievement; Ebony Photoriak No. ls "Famous Negroes of the 

Past"| and Ebony Photopak No. 29 "Famous Contemporary 

Negroes." 

Presentation: Students were told that they would 

play a game in which the goal was to find out the identity 

of a famous Black person. Each student was given a pic

ture of a famous Black person which contained relevant 

inf.)V'mation on the bottoms e,g,9 name, biographical data, 

achievements8 etc. The task of each student was to use 

the information to formulate identity clues and present 

his person to the class. If the class arrived at the 

identity within a 5-auestion limit9 it won. 

Lesson 7; Current Events. 

Objectives; To facilitate awareness of social 

issues and allow the students to comment. To allow the 

students to state their feelings about Ms, M. L. King, 

Sr.'s untimely shooting death. 

Material: Newspaper article on the death of Ms, 

King. 

Presentation: The newspaper article was read. 

Afterwards, students exchanged ideas on the issue of Black 
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exploitation by fellow Blacks, This led into a discussion 

of general corruption in some areas of society, prisoners, 

and drug abuse, 

Lesson 8: Speaker from the community, Mr, Benny 

Dixon, 

Objective: To describe and illustrate the ramifi

cations of drug abuse, including physiological dependence, 

legal entanglements9 and familial disruptions 

Lesson 9: Black Literature, 

Presentation: Lecture on the general objectives 

for including Black literature in this program and the role 

Black literature plays in providing records of the Black 

experience from slave journals to the present time. An' 

assignment was made to read two short stories which will 

be used in future lessons. 

General Objectives for Black Literature: To pro

vide positive models for identity. To analyze cultural 

and ethnical values contained in reading materials. To 

show how the literature communicates ideas, attitudes, 

perceptions„ and emotions. To examine the human conditions 

and how they describe the Black experience. 

Lesson 10: Black Literature--Walker (1970), Lillie 

of Watts Takes a Giant Step, 

Rationale for Use: The theme is a metamorphosis 

from negative self-feelings to positive self-feelings and 
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Black pride. The change process is easy to identity; the 

changes are believable, even practical. It provides pos

itive adolescent and adult female models for identifica

tion. 

Additional Objective: To examine the theme of 

identity and women's roles in Black literature. 

Presentation; This had previously been assigned 

for home reading. Some excerpts were reread orally in 

class. Ten comprehension and evaluation questions were 

given, e,g», names of characters, projected time of occur

rence of the plot, etc. Basically, this was the story of a 

poor, adolescent girl from a father-absent family. In her 

initial struggle for identity, she joined a club emphasiz

ing African nationalism and started wearing her hair in an 

"Afro" hair style. Initially, this venture was ridiculed 

and barely tolerated by her mother, The club decided to 

"ditch" school in honor of Malcom X's birthday and to pro

test the nonavailability in the school curriculum of 

information pertaining to Blacks. The mother rejected the 

proposed ditching of school but agreed that information 

concerning Blacks should be available. In the process of 

relaying this to the school board, she gained some knowl

edge of Black achievements, discontinued ridiculing her 

daughter, and encouraged her cultural identitv attempts. 

General discussion of the story followed. This was 
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followed by discussions of matriarchy in Black families 

and parental reaction to current Black emphasis. 

Lesson 11; Black Literature—Gaines (1971), The 

Sky Is Gray. 

Rationale for Use; It is a well-written short 

story which easily lends itself to analysis. The theme of 

male identity is explicit, Included in the theme is the 

idea that manhood and self-respect can be maintained though 

one be poor and Black, It provides a positive male model 

for identification. 

Additional Objective; To examine the theme of male 

identity in Black literature. 

Presentation; This had previously been given as an 

outside reading assignment. The content itfas summarized in 

class, Basically, it is the story of a young Black adoles

cent whose father is away at war. His mother's expecta

tions were that he "be the man in the family," i,e,, that 

he not show pain, hunger9 and9 further9 that he maintain a 

certain dignity through his sacrifices. Following a 

general discussion of the story, the class discussed what 

it was like to be expected to be the "man" in the family 

and do the physical work of the "man" in the family9 to 

have to appear strong, to not be able to show hurt, and to 

be expected to set an example for younger siblings. The 

previous discussion on Black matriarchy was extended to 



include how it worked in their personal families and other 

families they had seen. 

Lesson 12: Black Literature—Poetry. 

Presentation; Several poems were read and dis

cussed. "Prayer to the White Man's God," by Anderson 

(1969), generated the most discussion: 

I've been prayin' for centuries 
To some Rod up in the sky 
Lord, what's the delay? 
Help me to live todav. 
God"said, "GO AWAY BOY 
I DON'T WANT TO HEAR YOU CRY" 
But I know Jesus heard me 
Cause he spit right in my eye. 

Lesson 13: Speaker from the Community, 

Objective: To examine protests against the tradi

tional Black church. To examine the current role of the 

Black church. 

Presentation: The protest view was presented by 

Mr. Marion X, a minister in the Nation of Islam. His dis

cussion was followed by a discussion on the historical and 

current roles of the Black church. 

Lesson 1M-: Black Music—Expressionf of the Black 

Experience. 

Objective: To identify themes in Black music his

torically and currently. To highlight various contribu

tions by Blacks in music. 

Materials: The Poetry of Soul, by Nicholas (19 71)— 

Various musical recordings. 
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Presentation: The main expressive themes extracted 

from Black music were listed. After the examination of 

each of the listed expressions, a song portraying that 

mode of expression was played and also examined. See out

line below; 

Black Music as Expression of Black Experience: 

1. Historical expression 

a. Spirituals as militant and as source of 

rebellion 

b. Expression of pain and protest 

2. Contemporary expression 

a. Expression of passion, e. g . ,  "Dr. Feelgood," 

by Aretha Franklin 

b. Expression of pain, e.g., "Living for the City," 

by Stevie Wonder 

c. Expression of protest, e. g . ,  "Why I Can't Wait 

for the Lord," by Nikki Giovanni 

d. Expression of celebration, e.g., "To Be Young, 

Gifted, and Black," by Nina Simone 

Lesson 15: Field Trip 

Presentation: The class members were guests of 

"It's Love Potion Show," a show conducted by a local Black 

disc-jockey at The University of Arizona's radio station. 

Students were given a tour of the studio and allowed to 

ansx-jer questions about themselves and the class on the air. 
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A final session was used as a general wrap-up ses

sion. Interested students were allowed to play The Black 

Experience American History Game (Shindana Toys 1971), a 

Black history game patterned after Monopoly, 

Instrument 

The Tennessee Self-Concept Scale (TSCS) was the 

measurement instrument used. The TSCS consists of 100 

self-descriptive statements to which the S responds on a 

5-point response scale ranging from "completely true" to 

"completely false," Ten of these items come from the L 

Scale of the MMPI (e.g., Sample item; Once in a while I 

put off until tomorrow what I ought to do today) and con

stitute the Self-Criticism Score, a measure of overt 

defensiveness0 The other 90 items were drawn from a large 

pool of self-descriptive statements and are classified in 

terms of the following categories: 

1, The positive or negative position of the statement 

relative to self-regard. 

2, The position of the statement within the following 

three categories seen as constituting an internal frame of 

reference: 

a. Identity: items pertaining to what the individ

ual is (Identity-Self), Sample item: I am a friendly 

person. 

b, Self-Satisfaction: items describing how a 
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person feels about himself (Judging-Self). Sample item; I 

am satisfied to be just what I am, 

c« Behavior; items describing what an individual 

does or how he acts (Behavioral-Self). Sample item; I 

change my mind a lot, 

3, The position of the statement within a set of five 

categories of the external frame of reference; 

a„ Physical-Self; items pertaining to physical 

attributes or functioning, sexuality, state of health, and 

appearance. Sample item; I have a healthy body. 

b. Moral-Ethical-Self: items dealing with moral, 

ethical and religious aspects of the self. Sample item; 

I am true to my religion in my everyday life. 

c. Personal-Self; items describing personal worth 

or adequacy, self-respect and self-confidence. Sample 

item; I am a nobody, 

d. Family-Self; items describing the nature of an 

individual's relationship with his primary group (family 

and close friends) and his sense of adequacy as a family 

member. Sample item; I am an important person to my 

friends and family, 

e. Social-Self; items dealing with one's sense of 

adequacy or worth in relationships with people in general. 

Sample item; I ought to get along better with other people. 



80 

The scale consists of an equal number of positive and 

negative items. 

The TSCS provides a variety of scores, They are: 

1, Positive (P); These P or self-esteem scores are 

obtained for each of the 8 areas of reported self-concept. 

Scores on all 9 0 items are summed to provide the Total 

Positive Score (TP) which is the most important score as 

it reflects the general level of self-esteem, TP is used 

for analysis and comparison in the present study, 

2, Self-Criticism (SC): This is the measure of overt 

defensiveness. 

3, Variability (V): Tdtal V, Column and Row V, 

These scores are indicative of inconsistency from one area 

of self-perception to another. 

4, Distribution of Responses (D): This score sum

marizes the distribution of scores across the 5 response 

categories. High scores, i.e., higher use of the extreme 

"5" and "1" categories reflect overly definite or certain 

self-concepts. Low scores reflect an uncertain,, poorly 

differentiated image. Scores in the middle range depict 

the clearest differentiation, 

5, Conflict (C): Net Conflict (NC), and Total Conflict 

(TC): These scores reflect differences in response to the 

positively stated items and the negatively stated items. 

This is correlated with response set, or response bias. 



6, Empirical Scales: These scales differentiate among 

various groups encountered in a clinical setting. They 

are: 

a. Defensive Positive Scale (DP) 

b. General Maladjustment Scale (GM) 

c. Psychosis Scale (Psv) 

d. Personality Disorder Scale (PD) 

e. Neurosis Scale (N) 

f. Personality Integration Scale (PI) 

7. Number of Deviant Signs (NDS): This score is a 

count of the number of deviant features of other scores 

and is considered the TSCS's best index of psychological 

disturbance. 

Results 

Analysis of variance was applied to post-test 

scores from all five groups for the following six self-

concept components selected from the Tennessee Self-Concept 

Scale (TSCS): Total Positive (TP)9 Identification (ID), 

Self-Satisfaction (SS)s Total Conflict (TC)5 Total Var

iability (TV)s and Defensive Positive (DP). Table 1 

presents the one-way analyses of variance results. For 

alpha at the .05 level9 F of 2.258 was necessary for sig

nificance in each case. No over-all significant differ

ences between experimental and control groups were found 

with respect to the six self-concept components. 
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Table 1. One-Way Analyses of Variance on Post-test Scores 
for Selected Self-Concept Components (TP = Total 
Positive9 ID = Identification, SS = Self-
Satisfaction, TV = Total Variabilitys TC = Total 
Conflict, DP = Defensive Positive). 

Source SS df MS F Ratio P 

TP 
Between Groups 
Within Groups 

Total 

1457.9888 4 364.4971 0,4793 MS 
34221.9375 45 760.4873 
35679.9258 49 

ID 
Between Groups 
Within Groups 

Total 

555.4795 
6457.0820 
7012.5586 

4 
45 
49 

138.8699 
143.4907 

0.9678 NS 

SS 
Between Groups 
Within Grouns 

Total 

86.0799 
8528.8750 
8614.9531 

4 
4 5 
49 

21.5200 
189,5305 

0.1135 NS 

TV 
Between Groups 
Within Groups 

Total 

775,3994 4 193,8499 1,0591 NS 
8236.5742 45 183,0350 
9011.9727 49 

TC 
Between Groups 
Within Grouns 

Total 

530.3198 
1224.4400 
1277.4710 

4 
45 
49 

132,5799 0.4873 
272.0977 

NS 

DP 
Between Groups 
Within Groups 

Total 

388.9995 
4083.4949 
4472.4922 

4 
45 
49 

97.2499 1.0717 
90,7443 

NS 
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Though analysis of variance results revealed no 

significant differences between groups, examination of the 

means revealed some patterns. Table 2 presents the means 

for all groups. Regarding the TP score, examination of 

the means for Groups 1~4, all of which received some type 

of treatment, revealed that all except Group 1 had higher 

scores than Group 5, the No-Treatment Control group. This 

speaks of the effectiveness of some treatment versus no 

treatment and will be discussed further in the Discussion 

section. Regarding the TV score, examination of the means 

revealed that Pretest Groups 1, 3, and 5 scored within one 

or two points of each other. There was a much wider range 

for the No-Pretest Groups 2 and 4; these groups scored low 

and high, respectively. Note that variability scores 

reflect fluctuation from one area of self-perception to 

another. This suggests that one effect of pretesting is 

that such groups appear more integrated in their self-

concepts, while groups without pretesting appear either 

less integrated or rigid in their self-concepts. This is 

suggestive of a pretesting effect. However, data analysis 

revealed no significant effect for pretesting. A similar 

though not so apparent trend also exists for TC, Finally, 

with respect to ID9 SS, and DP, examination of the means 

reveal no apparent patterns. 
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Table 2. Means of Post-test Scores for Selected Self-
Concept Components (TP = Total Positive, ID = 
Identification, SS = Self-Satisfaction, TV = 
Total Variability, TC = Total Conflict, DP = 
Defensive Positive). 

Grout) TP ID SS TV TC DP 

1 
(Pretest-
Black 
Studies-
Post-test) 317.7 113.5 102.0 55.1 44.5 55.9 

2 
(No Pre
test-Black 
Studies-
Post-test) 330.3 119.8 103,6 49.4 46.1 57.1 

3 
(Pretest-
Consulta-
tion/ 
RaDping-
Post-test) 330.1 117.7 106.0 56.9 43,9 60.7 

4 
(Wo Pre
test-
Consulta
tion/ 
Rapping-
Post-test) 331.0 123.5 103,7 61.6 38.3 52.0 

5 
(Pretest-
No Treat
ment -Post-
test) 321.9 116.6 104.6 57e0 48.0 55.8 
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Multiple planned comparisons were done via the 

Neuman-Keul procedure. Results revealed no significant 

effect for pretesting. This indicates that post-test 

scores were not unduly inflated by given Ss having first 

been pretested. Results also revealed no significant 

effect for geographical location. This indicates that 

there were no significant initial differences between the 

Ss from Arizona and those from California, 

Correlated t tests were used to assess 5.ntragroup 

self-concept change as manifested by the differences 

between pretest and post-test scores. Separate t tests 

were done for each of the six previously mentioned self-

concept components. Follow-up data obtained from Group 1 

were also analyzed through this same method. Table 3 lists 

these results for Group 19 a Black Studies group. Table 4 

lists these results for Group 3, a Consultation/Rapping 

group. Table 5 lists these results for Group 5, a iJo-

Treatment Control group. Results reveal that Ss exposed 

to Black Studies manifested a significant increase on the 

Total Positive component, an index of the over-all level of 

self-esteem; and on the Identification component, an index 

of "What am I?" Follow-up scores were not significantly 

different from post-test scores. This indicates that the 

noted self-concept increases were maintained. Black 

Studies Ss did not manifest any significant change on the 
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Table 3, Correlated t Tests for Group 1 (Black Studies 
Ss) on Pretest and Post-test Scores for Selected 
Self-Concept Components (TP = Total Positive $ ID 
= Identifications SS = Self~Satisfactions TV = 
Total Variability, TC = Total Conflict3 DP = 
Defensive Positive); n = 10. ' 

1 Tail 
Grout) Mean SD SE t df P 

•1.8? 9 ,046 

TP 
Pretest 308.7998 31,396 90928 
Post-test 317,7000 30o328 9,591 
Post-test 317, 7000 30, 328 9, 591 n  OR 9 U 7 R  ijc 
Follow-up 317, 3999 18. 319 5, 793 ' * 

ID 
Pretest 107, 4 13, 066 4. 132 
Post-test 113, 5 12, 113 3. 830 
Post-test 113. 5 12. 113 3, 830 
Follow-up 116, 4 2. 54 8 

SS 
Pretest 104. 4 15. 707 4, 967 
Post-test 102, 0 14, 832 4. 698 
Post-test 102, 0 14, 832 4, 698 
Follow-up 101, 1 13, 852 4. 380 

TV 
Pretest 57, 9 16, 783 5. 307 
Post-test 55, 1 15, 638 4. 945 
Post-test 55, 1 15, 638 4. 94 5 
Follow-up 58, 5 14, 834 4. 691 

TC 
Pretest 44, 3 12, 01 3. 798 
Post-test 44, 5 16, 304 5, 156 
Post-test 44, 5 16, 304 5. 156 
Follow-up 40, 6 6, 72 2, 125 

DP 
Pretest 51, 7 8, 001 2. 530 
Post-test 55, 9 11. 229 3. 551 

-2,46 9 ,018 ' S 

-1,35 9 ,10 NS 

0.78 9 .228 MS 

0,2 8 9 ,394 NS 

0,45 9 ,331 NS 

-0.96 9 ,181 NS 

-0,05 9 ,479 NS 

0,81 9 ,219 NS 

-1.11 9 ,148 NS 
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Table 4, Correlated t Tests for Group 3 (Consultation/ 
Rapping Ss) on Pretest and Post-test Scores for 
Selected Self-Concept Components (TP = Total 
Positive, ID = Identification, SS = Self-
Satisfaction, TV = Total Variability, TC = Total 
Conflict, DP = Defensive Positive); n = 10, 

Grout) 
1 Tail 

Mean SE df 

TP 
Pretest 315. 5 35.886 11.348 

Post-test 330,099 27,930 8.832 
-1.84 9 .0495 S 

ID 
Pretest 113.3 

Post-test 117.7 

16,255 5.140 

14,54 5 4.6 
-1.06 9 .1575 NS 

SS 
Pretest 100,2 

Post-test 106,3 

17,517 5.539 

13.433 4,248 
-1,4 2 9 ,09 NS 

TV 
Pretest 

Post-test 

47.8 

46.9 

12,891 4,076 

11,11 3.513 
0.014 9 ,445 NS 

TC 
Pretest 

Post-test 

50,1 15,044 4,757 

43.8 11.419 3.611 
1.15 .1405 NS 

DP 
Pretest 

Post-test 

58.3 12,632 3,995 

60.7 11.441 3.618 
-0.56 .295 NS 
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Table 5, Correlated t Tests for Group 5 (No-Treatment 
Control Ss) on Pretest and Post-test Scores for 
Selected Self-Concept Components (TP = Total 
Positive, ID = Identification, SS = Self-
Satisfaction, TV = Total Variability, TC = Total 
Conflict, DP = Defensive Positive); n = 10. 

1 Tail 
Group Mean SD SE t df P 

TP 
Pretest 330,7 40,395 12.744 

Post-test 321.899 22.472 7,106 

ID 
Pretest 117 14.937 4.723 

Post-test 116,6 13.327 4.214 

SS 
Pretest 105.1 16.21 5,126 

Post-test 104,6 13.1 4.142 

TV 
Pretest 49.9 12.784 4.043 

Post-test 57,0 14.575 4.609 

TC 
Pretest 56,5 28.301 8.950 

Post-test 48.0 19,316 6,108 

DP 
Pretest 60,5 18,241 5,768 

Post-test 55.8 7.084 2.240 

1.39 9 .099 NS 

0.12 9 .4555 US 

0,11 9 .4 56 NS 

-1,60 9 ,0715 NS 

0,92 9 .191 NS 

1,03 9 ,166 NS 
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other four self-concept components examined. Thus, the 

effects of Black Studies in this study were increases in 

positive self-concept and self-awareness or self-identity. 

Results further indicated that Ss exposed to 

Consultation/Rapping also resulted in a significant in

crease in their over-all level of self-esteem,, i«e,, the 

Total Positive component„ There was no significant dif

ference between the TP increase manifested by the Black 

Studies Ss and the TP increases manifested by the 

Consultation/Rapping Ss, This provides support for the 

effectiveness of treatment versus no treatment, 

Consultation/Rapping Ss also displayed an increase in Self-

Sat isf action, but this did not reach significance. No 

significant changes were manifested on the other self-

concept components examined, Thus, the general effect of 

Consultation/Rapping was an increase in positive self-

esteem. 

Discussion 

It was expected that exposure to Black Studies 

would result in an increased over-all level of self-esteem 

as it served to increase cultural awareness, to provide 

exposure to achievement models, to provide historical and 

literary models for identification, to highlight contribu

tions made by Blacks, and to provide vehicles for under

standing and articulating the Black experience. It was 
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also expected that exposure to Consultation/Rapping would 

result in some increase in the over-all level of self-

esteem. However, it was felt that this condition only 

provided for exposure to the E and would consequently 

result in less over-all increase than Black Studies„ 

A decision was made to examine several other self-

concept components that could show some effect to the 

treatment specific to this study. It seemed certainly 

feasible that Identification could increase secondary to 

exposure to Black Studies, It also seemed feasible that 

Self-Satisfaction could increase secondary to the problem-

oriented Consultation/Rapping condition. Further reading 

revealed several studies that reported a "typical" profile 

for Black Ss in which Variability, Defensive Positive (a 

measure of defensiveness) and Conflict were increased. 

Thus, a total of six self-concept components were examined. 

Results revealed no significant differences between groups. 

Over-all Level of 
Self-Esteem 

Data strongly confirmed the expected increase in 

over-all self-esteem secondary to Black Studies. Strong 

support was also provided for the expected self-esteem in

creases secondary to problem-oriented Consultation/Rapping. 

However, no support was obtained for the expected differen

tial between the conditions, i.e., there was no difference 



91 

in the amount of self-concept increase manifested by Ss in 

the Black Studies and the Consultation/Rapping conditions. 

These data suggest that there was a significant intragroup 

treatment effect irrespective of the type of treatment, 

and that there were no significant differences between 

groups with respect to the self-concept. 

It is interesting to speculate why no Black Stud

ies and Consultation/Rapping difference occurred. It was 

earlier felt that the Consultation/Rapping condition pro

vided only for exposure to an achievement model, while 

Black Studies provided for much more. This was not neces

sarily the case. Black Studies seem to be more other-

oriented, i.e., it dealt x-7.ith ancestral origins, signif

icant contributions of same-race individuals, emotions 

conveyed in Black music, etc., with the expectation that 

it would influence the way individual Ss perceived them

selves. On the other hand, Consultation/Rapping x-7as more 

person- or .individual-oriented. This condition dealt x-7.ith 

discussion and attempted resolution of problems specific 

to the individual. If successful problem-resolution is 

accomplished, it becomes a personal achievement. From this 

viewpoint, it becomes easy to visualize increased self-

esteem as a concomitant to the Consultation/Rapping con

dition, Perhaps the two conditions are not as far apart 

as was earlier supposed. They have some things in common: 
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Both involved interaction with an interested model; both 

involved interpersonal interaction with peers; and the aim 

of both was increased self-esteem. These are all factors 

known to have a potentially facilitative effect on self-

esteem, Perhaps a look at studies done in these areas 

might provide further insight on this issue, as well as 

some insight as to why no significant over-all differences 

were obtained between experimental and control grouos. 

The results of Georgoff (1972)9 Roth (1969), Golin, 

Davis, Zuckerman, and Harrison (1970), Manning (1971), 

Smith (1971), and Andrews (1972) indicate that teaching 

programs to increase Black awareness (i.e., Black Studies) 

can be successful in the enhancement of Black self-concept. 

This did not receive support from the results of Grant 

(1973), who hypothesized that if a child is provided rel

evant materials, he will have a more positive self-concept, 

better achievement, and better school attendance. Rel

evant was defined as "deals with or 'is about' or 'draws' 

its content, language, and illustrations from familiar 

objects and events in the life of the pupils involved, and 

reflects many aspects of the students' life style and 

background," Subjects were Black third- and sixth-graders 

from inner-city schools who received pre- and post*»self-

concept measures with the How I Feel About Myself Inven

tory; who had reading achievement assessed through The 



Metropolitan Reading Test; and whose school attendance was 

monitored. During a 4-month period9 experimental Ss used 

the SRA "We Are Black" Laboratory self-instructional 

stories9 while control Ss continued the regular curricu

lum. Results revealed no significant effect on self-

concept, Howeverj there were significant increases in 

reading achievement and school attendance, Thus, this 

Black Studies program did not increase self-conceit but 

did increase reading achievement and school attendance. 

Grant interpreted his failure to find increased self-

concept in terns of four months being too short a time 

span to make recordable changes in self-concept, and in 

terms of the self-concept instrument being too difficult 

for some Ss to read. 

Grant's interpretation involving the difficulty of 

the instrument will not be discussed further; suffice it 

to say that it rests upon the experimenter to insure the 

adequacy of his instrument for his subject pool. However, 

the interpretation of insufficient time to record self-

concept changes merits further examination. It could very 

well be one of the contributing factors to the failure to 

find intergroup differences in the present study, i.e., 

perhaps neither the Black Studies program nor the 

Consultation/Rapping condition were engaged sufficiently 

long to record significant differences when compared to 
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controls. The work of Davis (1972) illuminates the time 

issue, Davis assessed the effects of group counseling on 

underachieving (10 of 120 or higher and Grade Point Aver

age [SPA] of C or less) seventh and ninth-grade boys. Con

trols were matched for sex, age, 10, and socio-economic 

level. Group counseling extended through the full academic 

year. Counseling sessions were recorded,, transcribed, and 

subjected to process analysis by independent judges using 

an Experiencing Scale, Other assessment criteria included 

the Tennessee Self-Concept Scales the California Personal

ity Test, the California Achievement Tests, GPA, and the 

Hagerty-Olson-VJickman Behavior Rating Scales. Follow-up 

data on academic performance were collected during the sub-

senuent school year. Self-concent results indicated that 

the initial self-concepts were low. Process analysis indi

cated that during the first half of the year, interaction 

and self-involvement were superficial and showed no sig

nificant change. From the 18th group session, process 

analysis began to show significant change which increased 

throughout the second semester. Post measures revealed 

significant differences in self-concept change betv7een ex

perimental and control Ss accompanied by significant changes 

on achievement tests, personality measures and behavioral 

ratings. GPA showed improvement during the following 

school year, rather than immediate improvement. These 



95 

results provide support for a positive relationship be

tween self-concept and academic performance. Even more 

important for the purpose of this patier9 these results in

dicate that lengthier time periods facilitate significant 

self-concept change. As shown in the study, even with 

significant self-conceit change additional time may be 

required before behavioral changes are manifested. It 

seems, then, that sufficient time is a relevant factor 

when considering self-concept change. Note that in Davis' 

well-monitored study, 18 sessions occurred before change 

was apparent. That exceeds the total number of sessions 

used in the present study. It seems reasonable to con

sider insufficient time as a contributing factor to the 

failure to find significant differences between experi

mental and control Ss in this study. Perhaps the obtained 

intra-group self-concept increase would have touched more 

self-concept components had the program been longer. 

Other school or classroom related programs have re

sulted in significant self-concept change, Olsen (1972) 

examined the effect of a compensatory education program on 

academic self-concept. Black and V/hite students were 

tested upon entry and completion of the one-year program. 

Results revealed significant self-concept of ability in

creases in all Black Ss and VJhite male Ss, Note that, 

again, in this study a one-year time span was involved. 
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Schulman, Ford, and Busk (1973) report the results 

of a classroom program to improve self-concept„ Specif

ically, this twelve-lesson program attempted to alter 

self-concept through the use of "teacher-taught techniques 

that promote education in mental health and experimenta= 

tion with group and individual behavior." The Self-

Concept unit used film clips to stimulate class discussion 

along self-concept themes, written compositions, and 

classroom and homework assignments,, Subjects were 6th, 

7th, and 8th-graders from suburban school districts in the 

Chicago area. Experimental and control Ss were pretested 

and post-tested with Coopersmith's This Is Me Scale and 

the How I See Myself Scale. During examination, no con

nection was drawn between testing and the instructional 

units. Results revealed that experimental Ss had both sig

nificantly higher self-concept of ability ratings and 

significantly higher self-esteem scores. Thus, this short-

term program did result in increased self-concept. Note, 

however, that the focus of a program was a self-concept 

unit. This suggests that one way to increase self-concept, 

irrespective of a short time span, is to teach materials 

directly related to self-concept. Ho follow-up data were 

reported; thus, the duration of this change is not known. 

The implication is that with treatments not directly focus

ing on self-concept, lengthier time spans may be necessary 
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to facilitate self-concept change; whereas with treatment 

focusing on material specific to self-concept, change 

occurs more rapidly. This seems applicable to the present 

study. Perhaps a significant difference between experi

mental and control groups would have been obtained in 15 

sessions9 had the focus been on learning what is meant by 

self-concept; indication that the way one acts reflects 

his opinion of himself; investigation of how peers, adults, 

and families influence hin; and consideration of how Ss 

felt about themselves. Or, given the Black Studies format 

which is more indirect and global, perhaps experimental 

versus control significance would have been obtained were 

the number of sessions more. 

Fullerton (1973) investigated the effect of a 

teacher-helper program on self-concept. Experimental Ss 

were 28 problem 8th- and 9th-graders as manifested bv poor 

attendance and low academic achievement. An equal number 

of Mo-Treatment Control Ss were randomly drawn from the 

total school population. All Ss were pretested with the 

Bill's Index of Attitudes and Values, Subsequently, prob

lem students were divided into matched pairs, and one 

member was assigned as a teacher-helper, while the other 

member served as a control. Helpers spent one class period 

daily for eight weeks involved in the following tasks in a 

nearby elementary school: small group tutoring, general 
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classroom assistance, grading papers9 assisting on field 

trips, and supervising children on the playground. At the 

end of eight weeks, all problem students were post-tested. 

Pretest results revealed that problem students had signif

icantly lower self-concept ratings than the randomly 

selected students. Post-test results revealed that the 

teacher-helper problem students significantly increased 

their self-concept ratings, vrhile changes for the control 

problem students were not significant. Ho behavioral 

changes in grade point average or school attendance were 

evidenced. After Davis (1972), it can be speculated that 

such behavioral changes might be expected to occur over a 

longer period of tine. It seems that the oresent study 

found self-concept increases secondary to personal invest

ment in a school related program, 

What emerges from research in this area is that 

Black Studies, other culturally relevant programs, and 

school related programs have the potential for enhancing 

or increasing self-concepts. This self-concept enhancement 

is facilitated by sufficient program length, treatments 

focusing directly on self-concept related material, person

al investment in the program, and personal achievement. 

Also involved in the present study were problem-

oriented rap sessions which did result in an increase in 

the most important area, the over-all level of self-esteem. 
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However, no significant increases were obtained for the 

other self-concept components examined. Again, a look at 

other studies attempting to change self-concept subsequent 

to groups and other therapeutic procedures may provide 

some insight, Payne (1972) investigated the effect of 

group guidance upon the self-concept of culturally differ

ent students. The aim of the group was problem discussion 

and ways to solve them. Ss were low SES Black, White, and 

Mexican-American 4th- and 5th-graders in Texas. All Ss 

received pre- and post-testing with the Brown IDS Self-

Concept Referent Test. Experimental Ss received 18 weekly 

group guidance sessions, while control Ss received no 

treatment. Pretest results revealed that the sample had a 

better than average self-conceit score. Results of pre-

post differences revealed that all experimental Ss signif

icantly increased their total self-concepts. Further 

breakdown revealed that Mexican-American Ss made the great

est amount of improvement on the referents "Self" and 

"Teacher" and the "self as object," while V7hite Ss made the 

greatest amount of improvement on the referents "mother" 

and "peer," All groups were fairly uniform in their 

improvement, Payne interpreted his results in terms of the 

potential benefit to socio-economically disadvantaged 

students if similar problem-oriented programs were used in 

public schools. Thus, in this study, short-term 
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problem-oriented groups resulted in improved self-concepts, 

though not as much for B1&Ss as for others. Payne made 

no attempt to explain this result, though earlier in the 

study he mentioned that Black Ss were more defensive. 

That group therapy can change self-concept receives 

some support from Hurst and Garriott (1973), These inves

tigators compared the effect of Encountertape program (pre

recorded audiotapes designed to provide structured didac

tic material basic to constructive group interaction, e.g., 

risk-taking, and also to allow periods where gro\ip members 

interact and attempt to implement the basic concents on 

self-concept. Pre- and post-self-concept testing was done 

with the Hiskimins Self, Goal, Other Discrepancy Scale, 

Ss were university students who i^ere placed into the fol

lowing five conditions: a professionally led encounter 

group, an Encountertape group with no active member, an 

Encountertape group with an active member (i.e., a member 

who had previously participated in a number of profession

ally led encounter groups), an Encountertape weekend work

shop, and a control group. Results revealed that the 

Encountertape procedure significantly increased self-

concept; there was no difference in efficacy between the 

Encountertape procedure and professionally led groups; and 

there was no difference between Encountertape groups with 

and without an active leader present. Thus, this study 
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supports other studies in the literature which indicate 

that group therapy can affect self-concept change. It 

goes even further and suggests that it is not necessary to 

have a professional leader. This implies that inter

personal interaction and feedback are crucial variables. 

Guinan, Foulds, and Wright (1973) addressed them

selves to the question of whether changes following 

groups last. Ss vere college students who participated in 

a 24-hour continuous marathon group. Results of pre- and 

post-test data revealed significant changes in attitudes 

and feelings, Six months later all Ss were tested and 

interviewed by a person not associated with the group it

self. Test results indicated that many reported changes 

were lasting, Thus, this article suggests that changes 

subsequent to group therapy can be lasting. 

What emerges from this group of studies on the 

effectiveness of group therapy on self-concept is that 

such measures can enhance self-concept. This enhancement 

can occur in a short period of time and results can be 

lasting. Professional leadership is not necessary. Some 

crucial variables seem to be interpersonal interaction, 

feedback, and problem orientation. 

Identification 

As expected, data strongly confirmed an increase in 

Identification secondary to Black Studies. These results 
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are entirely predictable, given the constituents of Iden

tification namely, the labels and symbols assigned to the 

self by the individual to describe himself and establish 

who he is. These elements of identity influence the judg

ments an individual makes about himself as he functions. 

They expand with growth of the individual's abilities, 

group memberships, and sources of identification. Two of 

the stated aims of the Black Studies program were to 

stress awareness and pride in being a part of a signif

icant group of people, and to provide models for identifi

cation, It can be seen that these aims emphasize some of 

the positive aspects of being Black and, feasibly, result 

in the expansion of the elements of identity. The 

expected and pleasant concomitant was an increase in pos

itive Identification secondary to the positive focus of 

the Black Studies program. 

As was also expected, no increase in Identification 

was found secondary to the Consultation/Rapping condition. 

This is partially attributable to the focus on problem 

orientation. Any emphasis on identification was coinciden

tal and not by design. These sessions were strictly 

problem-oriented. Note that any subject brought up by 

participants was considered fair game. Examination of the 

recorded content of these discussions indicate that these 

x^ere intense sessions during which some aversive aspects of 
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being Black and in a low income bracket were discussed. 

Some issues included entanglement with legal authorities 

resulting in incarceration in juvenile homes, the rampant 

use of drugs in the communitys and financial straits. A 

heated issue was treatment by the local police. It can be 

seen that these foci would not lead to positive Identifi

cation. 

Though Identification increased in this study 

secondarv to a Black Studies program9 it should be noted 

that there is no simple linear relationship between racial 

identification and increased self-conceirt. An .interesting 

study by Leflev (1974) serves to illuminate this issue. 

She investigated the effects of a cultural heritage pro

gram on the self-concept of Miccosukee Indian children. 

She questioned the assumption that personal and ethnic 

identify are related components of the self-concept which 

covary in a lawful fashion. Thus, she made a distinction 

between personal and ethnic self-concept and used a bat

tery of assessment .instruments. She also investigated the 

correlation between personal and ethnic self-concept. Ex

perimental Ss were Miccosukee Indian 7-14 year-olds who 

received the "Miccosukee Culture Program" as a part of 

their regular school curriculum. This program involved 

two components; two overnight trips to an ancestral Mic

cosukee campsite, and formalized instruction during school 
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hours. Camp site activities included building a canoe and 

chickee, using materials of the natural environment in the 

manner of their ancestors and according to instructions, in 

tribal legends, history, ceremonial ritual, astronomy, and 

songs. Formalized school instruction included continued 

discussion of the camp site program for one hour daily, 

and another hour daily devoted to Miccosukee arts and 

crafts which were later displayed in the school corridor. 

Control Ss were Seminole Indian children of the same eth-

nolingu.istic group who were involved in their regular 

school curriculum and received no special Indian culture 

program. Pretesting was done prior to initiating the pro

gram, and post-testing was done two and a half months 

later. Global self-concept was assessed by the Piers-

Harris Children's Self-Concept Scale; personal self-esteem 

was assessed by the Sarason and Canzer Word-Rating Scale, 

itfhich uses the actual-ideal self differential as a self-

esteem index; and ethnic self-esteem was assessed by two 

measures developed with the aid of Indian informants; an 

Indian Self-Esteem Scale CISES) containing statements 

relating to Indian identification and satisfaction with 

Indian life-style, etc.; and an Indian Stimulus Scale (ISS) 

which required Ss to rank given Indian and Anglo stimuli 

in order of importance. Results revealed no significance 

in terms of global self-concept and ethnic self-concept as 
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measured by the ISES, However, experimental Ss displayed 

significant increases in personal self-esteem and ethnic 

self-concept as measured by the ISS, Results on the corre

lation increase from pretest to post-test for experimental 

Ss, while it remained unchanged for control Ss, Lief ley 

interpreted this correlation increase secondary to program 

manipulation as indicative that the personal and ethnic 

components are related but independent sources of self-

esteem. The implications of this study are that self-

concept is a multidimensional entity, and that self-concent 

change following cultural intervention nav be comnlex and 

not readily a-oparent unless a variety of measuring instru

ments are used, 

Self-Satisfaction 

Contrary to expectations, no significant increase 

in Self-Satisfaction was found in Ss secondary to the 

problem-oriented Consultation/Rapping condition. As men

tioned earlier, these Ss did manifest some increase, but 

this did not reach significance. It was assumed that suc

cessful problem resolution would be considered as a 

personal achievement by Ss and would result in a general 

over-all increase in self-satisfaction. However, examina

tion of the problem content revealed that issues aired 

were life-style-type difficulties of such magnitude that 

resolution could not be accomplished within the confines of 
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the group discussion. Where some Ss chose to discuss per

sonal issues, some problem resolution was possible. For 

example, one S who expressed concern about his employment 

future was referred to Vocational Rehabilitation and sub

sequently was admitted to a training program. The profiles 

of such Ss reflect increases in Self-Satisfaction and are 

responsible for the observed group trend toward increased 

Self-Satisfaction. 

Variability, Defensive 
Positive and Conflict 

Fitts (June 19 72) summarised several studies and 

reported features "typical" of the self-description of 

Black Ss wherein Variability, Defensive Positive, and Con

flict were increased. Thus, these variables were included 

in the current study. However, all Ss in this study were 

Black and no comparative statement is possible. There 

were several Uhite and several Mexican-American Ss in the 

original subject pool at A Mountain, However, as funding 

for that area proved ephemeral, those Ss were lost. The 

Ss in the present study displayed no significant changes 

from pretest to post-test with respect to either of these 

variables, and there were no significant differences 

between groups. 
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Summary 

This study attempted to increase Black self-concept 

through the teaching of Black Studies, It was assumed that 

this would be successful as Black Studies provided adequate 

vehicles to engender Black pride, to highlight Black con

tributions; to be exposed to historical, literary, and 

current identification models, and to foster cultural 

awarenesso One control condition was that involving 

problem-oriented ran sessions. Contrary-to initial expec

tations, this condition resulted in eoually as much 

increase in over-all self-esteen as did Black Studies. In 

an attempt to understand this, several studies were exam

ined, On the basis of these, the following generalizations 

are possible: 

1, Black Studies are indeed viable methods of en

hancing Black self-concept, The enhancement will be 

facilitated by sufficient program length (An average of 6 

months to one year has been most successful), focus on 

material directly related to self-concept within an eth

nically relevant paradigm9 and fostering Ss' personal 

investment and involvement in the program 

2. Group therapy is also an effective method of en

hancing self-concept. Some influential variables seem to 

be interpersonal interaction, feedback, and problem 

orientation. 
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3. Positive self-identification is facilitated by 

positive cultural emphasis. 

4. Self-concept is multidimensional. It has been 

shown, for example, that ethnic and personal identity are 

related but independent components of self-esteem. There 

are many other self-esteem components. Any intervention 

and/or assessment that concentrates on one or two compo

nents runs the risk of neglecting other important compo

nents and missing subtle changes, 

5. There is a positive relationship between self-

esteem and school achievement. This speaks of the 

potential benefit of giving- priority to the engendering 

of self-pride in vouth. 

Cultural awareness arid ethnic identity are very 

important constituents of self-esteem. However, they are 

not the only two that are important. Personal identity is 

also important. Interpersonal interaction is important. 

The list of important self-concept constituents are numer

ous, Concentration on any one or two of these areas to 

the neglect of others could be less than beneficial. 
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