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ABSTRACT 

The purpose of this study was to evaluate the effects 

of two Developmental Group Guidance techniques upon the self-

concepts of forty first graders and to ascertain whether 

changes in self-concepts would be reflected in perceived 

behavioral changes. The following null hypotheses were de

rived from the purpose of the study. 

1. There is no significant difference in mean self-

concept scores as a result of treatment among 

subjects who have been included in the Guidance 

Activity, Guidance Discussion, Placebo and Control 

Groups when comparing the four groups with the 

Primary Self-Concept Inventory (PSCI). 

2. There is no significant relationship between the 

subjects' individual change in self-concept as 

measured by the Primary Self-Concept Inventory 

and the behavioral changes perceived by the 

teachers as measured by the Self-Esteem Behavior 

Rating Form (SEBRF). 

The Guidance Activity and Discussion Groups were 

designed to teach designated guidance goals. The Activity 

Group utilized an activity format for teaching the guidance 

concepts, and the Discussion Group used a discussion format. 

vii 
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The Placebo Group met for increased control effect and were 

not taught specific guidance goals. The Control Group did 

not meet. 

During the first week of the study the first graders 

were administered the PSCI as a pretest and the teachers 

were asked to rate each child's behavior according to the 

criteria on the SEBRF. The subjects were randomly assigned 

to groups. All groups except the Control Group met twice 

per week for eight weeks. The sessions lasted 25 minutes. 

One experimenter conducted all groups. Group sessions were 

randomly tape-recorded for independent evaluators to assess 

the experimenter's personal influence on the group process. 

Posttests with the PSCI and SEBRF were immediately con

ducted upon the termination of the experiment. 

A one-way analysis of variance was used to evaluate 

the significance of the pretest posttest mean gain scores be

tween groups as a test of the first hypothesis. The level 

of significance was p •< .05. The Pearson Product-Moment 

Coefficient of Correlation was used to evaluate the signif

icance of the relationship between self-concept changes and 

behavioral changes for the second hypothesis. The level of 

significance was p <; .05. 

The results of the study did not provide significant 

findings for the first or second hypothesis; therefore, the 

null hypotheses were retained. Although the Guidance Groups 



did show positive mean self-concept improvements, the scores 

were indicative of a regression toward the mean. All 

changes, therefore, were attributed to chance. 

The results indicated that the experimental treat

ments did not significantly alter the self-concepts of the 

subjects. The following recommendations were made for 

future self-concept research at this level: 

1. The development of primary self-concept scales with 

improved validity and reliability coefficients is 

essential if research is to continue in this area. 

2. Changes in first graders' self-concepts may require 

a longer treatment interval than eight weeks. 

3. Operational definitions of behaviors may be re

quired to assist evaluators in observing behaviors 

associated with individual self-concept changes. 

4. The advancement of developmental approaches de

signed to improve and sustain self-concepts in the 

primary levels requires further exploration. 



CHAPTER 1 

INTRODUCTION 

The inner sanctity of the child's world has been the 

object of increased observation by educators in attempts to 

understand the process and techniques that promote the de

velopment of a positive self-concept. Educators and psychol

ogists agree that the self-concept is a motivating factor 

upon the child's attitudes and behaviors, which subsequently 

influence learning abilities in the classroom. The need to 

help children develop ,a positive sense of self during the 

early educational levels is essential if the child is to 

achieve a feeling of well-being and desire to learn. 

The introduction of guidance and group counseling 

into the elementary schools has accompanied the need to de

velop children's self-concepts at the primary levels. Coun

selors have relied, however, on traditional group counseling 

procedures for facilitating developmental processes, such as 

self-concept. The majority of group techniques have been an 

extension of the medical model and were developed as thera

peutic techniques for treating individual psychopathologies. 

The applicability of these group procedures might not be 

suitable for educational purposes, as the medical emphasis is 

focused on a "curative" rather than developmental orientation. 

1 
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Although the guidance profession has attempted to 

develop self-concept with group counseling, the results have 

been conflicting, which is possibly due to the lack of spe

cific group techniques applicable to the elementary setting 

(Crow 1971). Further, "techniques of group counseling, es

pecially when it involves elementary school children, have 

not been well-defined nor tested by research" (Hill and 

Luckey 1971, p. 37). Winkler, Munger, Kranzler and Teigland 

(1965) suggest, "It is possible that different methods are 

required when working with elementary school children to 

provide experiences that facilitate change" (p. 386). It 

might be beneficial, therefore, to evaluate the concept of 

Developmental Group Guidance. This concept is designed to 

teach guidance goals within a group setting and emphasizes 

developmental issues applicable to most students. Develop

mental Group Guidance is designed to assist the child's 

recognition of cognitive abilities and associated feelings 

through the use of group procedures. Two developmental 

group techniques were chosen for this study. The first 

method utilized an activity format, while the second empha

sized a discussion approach. 

Komechak (1971) and Hillman (197 5) have advanced 

the concept of activity group guidance in the primary levels. 

Activities are designed to effect internalizations of guid

ance goals through the use of a cognitive-affective-activity 

format with the underlying objective of self-concept change. 
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Learning is based on "doing", rather than "talking", and ex

periencing the immediate results of behavior. Although this 

approach merits further investigation, it was essential to 

evaluate the types of activities that might promote self-

concept development. 

The second group procedure emphasized discussion as 

the medium for learning. While this approach has been fre

quently researched, the specific group procedures have been 

undefined. Developmental discussion groups are structured 

to the extent that guidance principles are the essential 

topics. Children are asked to discuss their attitudes and 

feelings regarding guidance concepts and subsequent inter

nalization is the function of a cognitive-affective approach. 

Guidance goals implemented in the Developmental 

Groups included: 

1. Understanding feelings and emotions 

2. Understanding the consequences of behavior 

3. Understanding relationships with others 

<+. Understanding the purpose of behaviors. 

The group methods for teaching these principles will 

be presented in Chapter 2. Additionally, a placebo and con

trol group were included in the study for comparison measures. 

The placebo group was administered for increased control 

effect. The primary purpose of this group was to provide the 

same adult attention provided in the Guidance Groups. The 
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subjects were free to choose between various activities and 

discussions, but specific guidance-related goals, activities 

and discussions were not planned. The Control Group remained 

with the teacher and did not meet formally. 

Simultaneously, the measurement of self-concept has 

proven as arduous as the attempts in refining techniques for 

its improvement. The term self-concept is expansive and 

diverse with the limitations set only by the boundaries of 

philosophical positions. It might be considered, however, 

that behavioral changes are an integral aspect of self-

concept improvement and are observable and recognizable by 

significant others. If self-concept could be improved by 

Developmental Group Guidance, then the possibility of re

lated behavioral changes also required examination. The 

behaviors selected for teachers' assessment were studied by 

Coopersmith (1967) and include: 

1. Child's reaction to failure 

2. Self-confidence in new situations 

3. Sociability with peers 

4. Need for encouragement and reassurance. 

The Coopersmith1s Self-Esteem Behavior Rating Form (SEBRF) 

was used as a pre- and post-test to evaluate changes in the 

subjects' behaviors. The instrument is presented in Appen

dix B. 



5 

Statement of the Problem 

The purpose of this study was to evaluate the effects 

of two Developmental Group Guidance techniques upon the self-

concept of first graders and to ascertain whether the changes 

in self-concept were reflected in perceived behavioral, 

changes. The evaluation attempted to answer the following 

questions. 

1. Do Developmental Guidance Discussion Groups promote 

significantly positive changes in first graders' 

self-coricepts? 

2. Do Developmental Guidance Activity Groups promote 

significantly positive changes in first graders' 

self-concepts? 

3. Do Developmental Guidance Activity Groups facilitate 

significantly greater change in first graders' self-

concepts than Developmental Guidance Discussion 

Groups? 

4. Is there a significant relationship between the 

changes in self-concept and the behavioral changes 

perceived by the teachers? 

Hypotheses 

The following null hypotheses were derived from the 

questions presented in the study: 

Hypothesis 1—There is no significant difference in mean 

self-concept scores as a result of treatment among subjects 
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who have been included in the Guidance Activity, Guidance 

Discussion, Placebo and Control Groups when comparing the 

four groups with the Primary Self-Concept Inventory (PSCI). 

Hypothesis 2—There is no significant relationship be

tween the subjects' individual changes in self-concept as 

measured by the Primary Self-Concept Inventory (PSCI) and 

the behavioral changes perceived by the teachers as measured 

by the Self-Esteem Behavior Rating Form. 

Significance of the Problem 

The development of childrens1 self-concept has in

trigued the imaginations of educational researchers for 

decades. Research into the dynamics of self-development has 

compiled volumes of data and conflicting results which fur

ther complicate the mysteries of self-concept. Even the 

definition has been the object of varied opinions. Kinch 

(1963) advanced the definition as, "the organization of 

qualities that the individual attributes to himself. The 

individual's conception of himself emerges from social inter

action and in turn guides or influences the behavior of that 

individual" (p. 47). 

Combs and Snygg (1959) included only those percep

tions of self which seemed important to the person. They 

believed that the individual possessed private conceptions 

of self which influenced perception and behavior, but they 

were unable to define the personality characteristics which 
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were attributable to self-concept: "Whatever these concepts 

are for any individual they are the very core of personal

ity. . (p. 127). Personality development was viewed as 

the growth of self and the self-concept was regarded as the 

personality. Although difficulties remain in depicting the 

ingredients of self-concept, educators should not be deterred 

from continuing researchi neither should they inhibit the 

counseling and guidance -profession from supporting further 

empirical inquiries, for according to Purkey (1968), "a 

child's self-concept might be as accurate a prediction of 

early reading success as the IQ Test." .The assumption that 

self-concept might be a fundamental factor in future academic 

success should encourage educators to explore the application 

of guidance principles and techniques in the earliest primary 

levels. 

The American School Counselors Association and 

Reports on Guidance in the Elementary Schools have strongly 

supported the importance of significant others in cultivating 

an "effective learning climate" (Howard and Zimpfer 1972, 

p. 163). If counselors are to maintain roles of significant 

others in the development of self-concept, they need to ex

pand the techniques which might foster the expansion of 

guidance principles in this area. -The warning in a paper 

presented by Landry and Pardew (1973), that "for every child, 

a negative self-concept view may be as damaging as physical 
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illness or actual physical handicap," should provide a con

tinued motivation for the improvement of counselors' knowl

edge and skills in this area. 

Further, the importance of self-concept has been 

advanced in the Amphitheater School District, Tucson, Arizona. 

In 1973, the district distributed questionnaires to parents 

requesting their educational objectives for children. The 

development of self-concept was ultimately the.number one 

objective, superseding the previous goals of academic skills 

in reading, language and math. If this district's educa

tional goals are evidence of contemporary and future 

educational objectives, the counseling profession must remain 

alert and prepare for increased research and skills in self-

concept development. 

During the last twenty years, efforts have been made 

in introducing guidance principles into the elementary 

levels of education. The integration of counselors into the 

primary educational process has been the result of numerous 

studies regarding child development, and the need to promote 

"emotionally healthy" development in the earliest stages of 

education. Howard and Zimpfer (1972, p. 166) observed 

"developmental group guidance has shown itself capable of 

producing positive outcomes on various affective levels"; 

they add, however, that "group procedures research to date 

in elementary school guidance and counseling has focused 
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mainly on the older student populations. Relatively little 

has been done with the kindergartner or primary grade stu

dent to grade two." 

With this increased emphasis, the counseling profes

sion has implemented the use of group procedures as a medium 

for helping the individual develop an understanding of the 

self and others. A child needs to recognize the impact that 

self-concept has on his feelings, behaviors and relationships 

with others. Additionally, the educational format needs to 

promote the understanding of self and others through the use 

of experiential processes. Group guidance has been recog

nized as an influencing technique in developing the awareness 

of the affective domain (anger, sorrow, anxiety, fear, lone

liness). The necessity for understanding emotions was rec

ognized by Eldridge, Barcikowski and Witmer (1973) in their 

observations that, "the child who must cope alone without 

some understanding of his emotions ... or who has poor peer 

relations with his peer group usually does not progress 

satisfactorily in school" (p. 256). Dinkmeyer (1971) adds 

that, "only as a child understands himself, his needs, his 

purposes, and his goals is he free to become involved and 

committed to the educational process" (p. 67). 

Group procedures have also been included in elemen

tary schools as a means for improving students' social status 

and behaviors (Doverspike 1972, Gibbons and Lee 1972, 
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McBrien and Nelson 1972). Additionally, Dreikurs' and 

Sonstegard's (1968, p. 282) validation of group procedures was 

related to the group's effect on the child's self-concept: 

Some younsters develop negative self-concepts of 
themselves which no amount of effort on the part 
of the teachers or counselors can alter. In such 
cases, the group appears to exert two unrelated 
influences. The group increases one's receptive-
ness to new ideas, to new concepts. In individual 
counseling we find a frequent defense mechanism, 
the individual denying or rejecting them. A more 
important outcome of the group process goes beyond 
the intellectual acceptance of ideas; the inter
actions in the group tend to help each member de
velop a sense of belonging. Learning and the 
growing of insight is facilitated by group discus
sion. 

Theoretical support for group guidance has been established 

(Dinkmeyer 1968, Howard and Zimpfer 1972). 

While the educational use of group guidance has, at 

times, proven to be an effective means of facilitating the 

improvement of self-concept, the majority of research evalu

ations have concentrated on the older student populations 

(Crow 1971). Hill and Luckey (1971) have supported the need 

to define and test guidance techniques applicable at the 

primary level. 

The definition of specific guidance techniques was an 

inherent part of this study, as previous research has gener

alized the concept of group counseling. Behavioral objec

tives has been ill-defined. Replication of group techniques 

have been "nearly impossible" due to the lack of definition 
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regarding group methods and a divergence of opinions sur

rounding theoretical positions. 

This study was an attempt to respond to these unre

solved educational issues. The significance of the problem, 

therefore, was two-fold: 

1. The development and testing of two developmental 

group procedures, designed to improve first graders' 

self-concepts, 

2. To evaluate whether an altered self-concept 

evidenced behavioral changes in first graders 

that were perceived by the teacher. 

Definition of Terms 

Developmental Guidance Groups—The term Developmental 

Group Guidance refers to the experimental concept applied in 

this study. The related developmental tasks of understanding 

feelings, behavioral consequences, relationships with others 

and purposes of behavior are presented in a democratic group 

process. Democracy implies mutual respect, equality and 

freedom of choice. Group members are offered choices within 

limits they may help establish and are allowed to experience 

the consequences of their choices and decisions. 

Guidance Activity Groups—Guidance Activity Groups refer 

to the group procedure in this experiment that utilizes the 

proposed activities for the specific purpose of teaching the 

presented guidance goals. The process combines related task 
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activities and discussion as an experiential approach for 

integrating cognitive, affective and psychomotor aspects of 

learning. 

Guidance Discussion Groups—Guidance Discussion Groups 

refer to the group procedure in this experiment that utilizes 

group discussion for the specific purpose of teaching the 

proposed guidance goals. The approach uses verbal inter

action as the medium for imparting guidance goals, as learn

ing is a function of cognitive-affective internalization. 

Placebo Group—The Placebo Group refers to a control 

group in this study that does not intentionally attempt to 

teach guidance, group or other developmental principles. A 

group format is not planned in advance. Free play, games, 

reading, talking and art will be offered. The subjects will 

decide what they want to do at the beginning of the session. 

Self-Concept—Several theorists (Combs and Syngg 1959, 

Wylie 1961 and Rogers 1951) have addressed themselves to the 

task of defining self-concept. Although the term can be con

ceptualized as a psychological construct, it includes the 

aggregate of knowledge, feelings, attitudes, beliefs, and 

values held in relation to one's self. 

For the purpose of this study, however, the term 

self-concept included the self-evaluation of Personal Appear

ance, Relationship to Teachers, Learning-Work Habits, Athlet

ics, Relationship to Boys, Relationship to Girls, Relationship 

to Others in General, as measured by the Primary Self-Concept 
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Inventory and the associated behavioral criteria, including 

reactions to failure, self-confidence in new situations, 

sociability with peers, and need for encouragement and re

assurance as perceived by the teachers on the Self-Esteem 

Behavior Rating Form. 

Chapter 1 has presented the Statement of the Prob

lem, Hypotheses, Significance of the Problem and Definition 

of Terms. Chapter 2 will present a Review of the Litera

ture pertaining to self-concept theories, Group Counseling 

and Guidance Research, and Self-Concept Instruments. 



CHAPTER 2 

REVIEW OF LITERATURE 

The search for understanding self-concept and its 

relationship to behavior has led to numerous studies and 

publications during the past two decades. The literature 

abounds in data collected from educational and psychological 

research devoted to studying methods for self-concept im

provement, and yet a wide disparity of results and opinions 

remain. Many current personality theories agree, however, 

on the importance of self-concept development in the forma

tive years (Kaplan 1965). Therefore, the search continues 

for understanding the dynamics and influences that promote 

self-concept. 

Simultaneously, the interest in group counseling and 

guidance has surfaced during the same period. Educators have 

become increasingly aware of the individual results gained 

from group experiences (Howard and Zimpfer 1972). Dreikurs 

and Sonstegard (1968, p. 287) supported the belief that 

groups offer a means for self-concept development and im

provement. Their views are summarized in the following 

statement: 

. . . The change becomes evident in the child's im
proved relationship with his peers, with his teachers, 
with his siblings and parents, and in a more realistic 
concept of self. The group becomes an agent in 

14 
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bringing about these changes because of the improved 
interpersonal relationship in the group, a greater 
possibility for each group member to see himself as 
he is, and the realization that his concept of him
self and the goals he is pursuing are faulty. 

The increased research of self-concept and group 

counseling within the educational and psychological domains 

has also been plagued by the paucity of reliable self-concept 

instruments, especially in the primary grades. Wylie (1974) 

presented a complete volume devoted to the survey of self-

concept instruments and concluded that, "although progress 

has been made in the last decade, no investigation has sat

isfactorily conceptualized or coped with all the difficult 

measurement problems in the self-concept field" (p. 123). 

In summary, the review of literature related to this 

study will include theoretical formulations of self-concept, 

group counseling and group guidance research, and a review of 

self-concept instruments. 

Theoretical Formulations of Self-Concept 

Man's search for understanding self and behavior has 

been examined and debated through the centuries. The explo

ration into human purpose and direction rested in the works 

of our earliest philosophers who attempted to survey man's 

justification for existence and bring meaning to lives of 

humans and civilizations. The philosophical concepts of 

self, however, became entwined in the advance of empirical 
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investigation and for the desire to more fully define and 

explain the nature of human behavior. 

The first theoretical postulate advanced in the 

current age is found in Freud's concept of personality for

mation. He described the personality as a composite of three 

major characteristics, the id, ego and superego. The ego 

functions as a moderator between the drives and energies of 

the id and the moral demands of the superego. Man's basic 

drives were generated by the energy forces of the libido. 

Tension reduction was contingent upon the equilibrium 

achieved by the ego in regulating the oppositional forces of 

the id and superego. In Freudian theory the ego bears the 

nearest resemblance to the construct of self-concept as de

fined in other current personality theories. 

In 1911, Alfred Adler became one of the first theo

rists to disagree with the basic doctrines of Freud 

(Ansbacher and Ansbacher 1956). He observed that personality 

development was not dependent upon the effectiveness of 

moderating inherent psychic forces but upon the acquired 

lifestyle of the individual. Man was viewed as a social 

being whose equilibrium was an extension of his perceptions 

of self in relation to others in his environment. Social 

forces and self-perception, rather than psychic forces, were 

the contributing factors of personality. Understanding the 

personality was a function of understanding the lifestyle 

which was ingrained with the individual's perception of 
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beliefs, values, and attitudes, both toward himself and 

others. Man's view of his place in the world was determined 

by his individual perceptions held as truth, and inherent in 

the lifestyle. The lifestyle inflicted the pleasure and pain 

of living, not the uncontrolled energies of the libido. In 

Adler's writings, the self-concept was represented by the 

lifestyle. 

Adler's theory of Individual Psychology presented a 

more optimistic view of man than was evident in Freud's be

liefs. Freud wrote of inherent forces that were basically 

destructive if left uncontrolled. Man could not avoid the 

forces, only regulate them. In this sense, man was seen as 

predetermined and change could only be effected through in

creasing the strength of the ego in attempts to moderate the 

libido function. Adler's concept, however, opposed the be

lief of predeterminism. The lifestyle was learned, not in

herent, and, therefore, was capable of being relearned. Man 

could become self-determined if he was willing to examine and 

reevaluate the basic doctrines of the individual lifestyle. 

Faulty beliefs and perceptions learned in childhood were sub

ject to change if viewed from the adult position and subse

quently the lifestyle, or self-concept, was capable of 

change. 

Rogers (1951) supported-Adler1s contention that man 

was self-determined and in essence, a social being. Rogers 

viewed human behavior from a phenomenological framework in 
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which man began to recognize the importance of self in rela

tion to his environment. The work presented by Rogers in

duced increased theoretical awareness of the "I" and "self" 

factors of personality development. 

Raimy (1943) wrote the first formal statement of 

self-concept. He conceptualized the self-concept as "the 

more or less organized perceptual object relating from pres

ent and past experiences. It is what a person believes about 

himself. The self-concept is the map which each person con

sults in order to understand himself, especially during mo

ments of crisis or choice" (p. 489). 

In the fifty years following Freud's original works 

personality theorists had examined and refuted many of the 

initial Freudian principles attributed to understanding human 

behavior. The concept of self was replacing the id, ego and 

superego as the foundations of personality development and 

for understanding man's subsequent adaptations and relation

ships to his environment. 

Scientific inquiry into the basis of self-concept 

development., has become increasingly prominent in the profes

sional journals of educational and psychological research 

since 1950. Purkey (1968) introduced three major systems of 

self. Self-concept was divided into the organized, dynamic 

and learned phases. The organized consisted of conscious 

beliefs that each individual held as true for himself. The 

dynamic included generalized consistencies of successes and 



19 

failures and the learned dealt with self-awareness, expres

sion abilities, social expectations, cooperation, etc. His 

study evaluated the specific actions that sixty teachers had 

taken to improve self-concept in their students. The results 

indicated that reflecting warmth, respect, success and self-

control were influential in assisting the positive growth of 

self-concept. 

Gecas (1972) examined the development of self-concept 

in a mirror versus model theory in a paper presented at the 

American Sociological Association meeting. The mirror theory 

supports the contention that the individual "looks to re

flected appraisals of significant others as important influ

ences on self-concept," while the model theory emphasizes 

that the "child's self-concept is modeled after the images 

of significant others." In effect, the mirror theory 

stresses the evaluation of others and the model theory 

stresses the adaptations of significant others' characteris

tics. The population consisted of 538 primary grade students. 

The children's expressed self-concepts were consistently more 

related to the parents' evaluations of their children than to 

the parents' evaluations of themselves. Gecas' findings were 

also consistent with the results obtained by Purkey. 

Landry and Pardew (1973) attempted to test Murphy's 

belief that a child by the age of three has already developed 

a well-integrated view of himself, which is the.core and 
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perception of his future behavior. They utilized a self-

concept program including organized activities and play to 

effect significant changes in 52 four year olds' self-

concepts as compared to children not receiving the treatment. 

The experiment lasted eleven weeks and included thirty-three 

sessions. The results were not significant; however, greater 

positive changes were noted in the experimental groups. 

The results would indicate that self-concept improvement may 

be possible in young children. 

The belief that the self-concept is not fixed, but 

is amenable to positive and negative influences such as 

school and social interactions has encouraged investigators 

to explore the dynamics that contribute to the survival of 

healthy self-concepts, especially during the early educa

tional levels. Drummond, Cobb and Mclntire (1976) evaluated 

the stability of self-concept in elementary students over a 

period of two years in two types of classroom organizations. 

The participants included 64 kindergarten students, 77 second 

graders and 87 fourth graders enrolled in traditional self-

contained classrooms and in open classrooms. The Self-

Concept and Motivation Inventory (SCAMIN) was used to measure 

dimensions of self. The results indicated that children in 

the open classroom had significantly higher adjusted means on 

self-acceptance and total self-concept p < .01. Addition

ally, the self-concept of middle grade children appeared to 

be "fluid and changeable, more so for students in open 



classrooms than those in traditional classrooms" (Drummond 

et al., 1976, p. 300). 

Fiore (1969) evaluated the self-concepts of 62 pri

mary graders and discovered that the kindergarten and first 

grade students reflected consistently favorable views of 

self which decreased by the fourth grade. Whether the 

younger children's views were accurate evaluations of self, 

or merely a condition of egocentricity, remained unanswered. 

The fourth graders reflected consistently less favorable 

views of self, which would suggest that the self-concept can 

change between the first and fourth grades. The decrease in 

expressed self-concept has been related to lower achievement 

and increased school failures (Lovette 1974, White and 

Howard 1973). These two studies support the belief that 

children's self-concepts can change during the first five 

years within the educational system. 

Although self-concept remains an ambiguous psycho

logical construct defined to help understand the functions 

of personality and behavior, the research supports the 

theoretical positions posited by many theorists (Adler 1927, 

Rogers 1951 and Lewin 194-5) that the self is capable of 

change. 

Group Counseling and Guidance Research 

A review of the literature revealed that many studies 

have been made regarding the use of group processes in the 
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educational setting. The studies reviewed in this section 

were.limited to the investigations related speficically to 

group counseling and guidance, self-concept and behavior. 

The concept of man as a social being has created 

many questions regarding the approaches he uses to relate 

with his fellow man. Children are faced with accommodating 

the demands of group interaction in families and schools. 

Education is taught within a large group process recognized 

as the classroom, and the majority of human interaction is 

continued in occupations and families. If the personal 

skills necessary for living in larger group processes are 

lacking, then it might be plausible that the skills can be 

acquired in smaller groups. Willey and Strong (1957) sup

ported the basis of group procedures in their statement that 

"man is a social organism who lives and works in groups. 

Intellectually or for self-survival the individual sooner or 

later discovers that cooperation and group effort are supe

rior to selfishness and dogmatic individualism. A major con

cern of guidance workers is the objective of assisting 

students to develop skills in understanding, which can not 

be achieved by means of didactic or logical teaching alone" 

(p. 331). 

Axline (19U7) encouraged the group process through 

play therapy as a medium for treating emotionally disturbed 

children. She viewed play as the child's natural form of 

expression which could be interpreted to help understand the 



forces and motives beneath the child's emotional disturbance. 

The peer interaction was closely observed to help understand 

the child's inner psychological processes. Although 

Axline's original work dealt with children's psychopatholo-

gies, she recognized the value inherent in group process 

within the educational realm when she wrote, "A child whose 

emotional life is in conflict and turmoil is not a satis

factory pupil. If the school has available a therapeutic 

program including both counseling facilities for the adults 

and counseling and play therapy for the children, the school 

is equipped to treat those individuals who seek help" 

(p. 139). 

The initial educational use of group procedures was 

introduced for academic and behavioral remediation. The 

focus was primarily on the improvement of students' reading 

skills and the related behavioral difficulties encountered 

by the individuals (Howard and Zimpfer 1972). Group process 

was conceptualized as a means for understanding and correct

ing a wide range of academic and personal problems and, sub

sequently the research was indicative of the remedial concept 

surrounding group counseling. 

Caplan (1957) introduced one of the first studies 

using group counseling as a method for improving junior high 

school boys' concepts of themselves. He viewed the group as 

"emphasizing a permissive relationship in which an individual 

can evaluate himself and his opportunities, can choose course 
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of actions and can accept responsibility for those choices" 

(p. 125). He included 12 fifteen year olds who had re

ceived poor citizenship grades in class. The self-concept 

was evaluated with a Q sort that measured self and ideal 

self. The groups lasted for fifteen sessions. Upon termina

tion, the expressed self-concept for all members had improved 

significantly p •< .01. 

Hugo (1969) evaluated the effects of two group ap

proaches on the self-concept and behavior of 80 third grade 

students in Ohio. The Piers-Harris Self-Concept Scale was 

used to measure self-concept. The group counseling treatment 

was based on the child-centered approach described by Rogers. 

The results indicated that no significant improvement was 

noted in the children's expressed self-concept between the 

experimental and control groups; however, there was a sig

nificant relationship p <; .05 between the behavior of the 

subjects in group counseling and their self-concept. House 

(1970) reported positive results in improving second graders' 

self-concepts using group counseling. Thirty-six students 

were divided equally into one treatment and two control 

groups. The treatment lasted ten weeks and the post-test 

scores on the SCAMIN were significant at the .01 level in the 

experimental group. House did not define the group approach 

utilized in gaining the results. 

Drowne (1972) investigated the effectiveness of three 

group approaches with the Self-Concept Values Test as a 
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pre-test instrument. The students were divided into discus

sion, structured activity and unstructured play groups. 

Although there were no significant self-concept changes be

tween the groups, the activity format provided a change in a 

positive direction. Drowne recommended further investigation 

of activity groups for the expressed purpose of improving 

self-concept in the primary grades. 

The effects of individual versus group counseling 

with "disadvantaged" elementary pupils was presented in a 

study by Grover (1974) using 160 students in grades four 

through six.. Group and individual counseling lasted for ten 

weeks and utilized discussion of personal issues as the 

treatment modality. The results indicated that students re

ceiving the group treatment significantly improved their 

self-concept as measured by the Piers-Harris Self-Concept 

Scale and the teachers perceived recognition of self-concept 

change. 

A comparison between non-direct and structured group 

counseling for self-concept improvement in thirty-two sixth 

graders was presented by Thompson (1974). Participants in 

the non-directive group were allowed to express themselves 

freely, discuss feelings and evaluate past experiences. The 

structured group was presented a list of topics during the 

beginning of each session related to feelings and interper

sonal relationships. A placebo group was included to control 

for the counselor's attention variable. The Tennessee 
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Self-Concept Scale was used as a pre- post-test instrument. 

Group mean score changes were evaluated with a One-Way Anal

ysis of Variance. The results failed to indicate any sig

nificant self-concept change for all groups. 

Crow (1971) examined the effects between structured 

and non-structured group counseling with 96 sixth graders 

and observed that "the total group of experimental boys 

showed a statistically significant gain over the total group 

of experimental girls on self-concept" (p. 4-0). She stated 

that non-directive group counseling could be effective in 

improving self-concept if the structured sessions were 

offered initially. Her summary (p. 41) concluded that: 

" . . .  t h e r e  m i g h t  b e  s o m e  b e n e f i t  g a i n e d  b y  u s i n g  
these techniques in a sequential order, thereby taking 
advantage of their individual strengths. The two 
structured techniques appear to stimulate, to motivate, 
to teach, and to make children comfortable in the group 
process. The unstructured approach then seems to be a 
natural follow-up, enabling a group to establish its 
own speed, direction and personality." 

An attempt to strengthen self-concept with activity 

group therapy was presented in a publication by Aronin, 

Haggoit, Finck and Sartore (1974). They studied the rela

tionship between sensory motor development and self-concept 

in kindergarten and first grade students. The population was 

selected from those individuals who earned low scores on six 

tasks from the Frostig Developmental Test of Visual Percep

tion. The group activities included games requiring psycho

motor coordination such as a ring toss and balance beam 



exercise. The results indicated that 70% of the members sub

stantially improved their performance on the Frostig and 

were able to complete the six tasks satisfactorily. Their 

teachers noted as increase in their emotional response to 

others in addition to more positive attitudes toward them

selves . 

The need to respond to developmental, rather than 

remedial issues of self-concept was presented in studies by 

Tangeman (1974) and Eldridge, Barcikowski and Witmer (1973). 

They evaluated the relative effectiveness of using the pro

grammed group guidance activities outlined in Dinkmeyer's 

DUSO Kit, to improve the self-concept of primary students. 

Although there were no significant self-concept improvements 

between students involved in DUSO activities and students in 

the control groups, recognition was given to the positive 

directions of self-concept change. Eldridge, Barcikowski 

and Witmer concluded that the DUSO program may not teach to 

the self-concept constructs measured in the Piers-Harris 

Self-Concept Test, but encouraged that the ". . . teachers' 

use of the DUSO guidance program along with counselor con

sultation regarding its use can have a positive effect on 

self-concept development" (p. 259). 

Another developmental group technique was studied by 

Runion (1975). He evaluated Komechak's (1971) and Hillman's 

(197 5) model of group guidance activities on third graders' 
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self-concepts. Significant results were not obtained; how

ever, the activity group did show a positive trend in the 

direction of self-concept improvement. 

Group counseling has also been used to affect stu

dents' peer relationships and teachers' perceptions of the 

individuals' behavior. Thombs and Muro (1973) applied the 

group procedure to alter the sociometric status of second 

graders. They concluded that the small group process may be 

a beneficial method for improving students' peer acceptance. 

Kern, Kelley and Downey (1973) evaluated the effectiveness of 

changing the teachers' perceptions of children. Fifty-four 

children were randomly assigned to counseling and control 

groups. The results indicated that the children receiving 

group counseling improved favorably according to the 

teacher's evaluation on the Walker Behavior Identification 

Checklist, as compared with the control group. 

Taylor (1972) studied the effects of indirect versus 

direct group counseling on the behaviors of 372 primary grade 

students. The indirect intervention consisted of ten group 

sessions with the students, while the direct interventions 

included parent-teacher consultations using a didactic ap

proach for modifying children's behavior. The behaviors were 

measured on the Devereux Elementary School Behavior Rating 

Scale. The results conclusively indicated that the direct 

group approach contributed to greater behavioral changes in 



the children than the indirect group treatment. The evidence 

in this study adds support to the importance of significant 

adults in shaping children's behavior. 

The literature reveals a mixture of significant and 

non-significant results related to group counseling for self-

concept improvement. Although the data remain inconclusive, 

the studies do suggest that the general trend has been in a 

positive direction and that group techniques can assist the 

change in student's self-concepts, especially if parents and 

teachers are included in the change process. 

Self-Concept Instruments 

The dimensions of self-concept have contributed to 

both theoretical and instrumentation difficulties. The vast 

array of definitions and descriptions of self-concept have 

further complicated the development of self-concept instru

ments, which ultimately affects the results of all self-

concept studies. Wylie (1971) presented an extensive review 

of many of the self-concept instruments utilized in current 

research and found that "quite a few (i.e., researchers) 

have indicated that they make no claims for having tried to 

support the reliability or construct validity of their 

instruments and they are content to let the reader beware" 

(p. 123). Further, the majority of instruments have at

tempted to measure the self-concepts attributed to individ

uals between the third grade through college. Many 



self-concept measures designed for pre-school and primary 

students have been insufficient due to validity and reli

ability factors. The purpose of this section, therefore, is 

to examine the prominent self-concept instruments presented 

in current studies and to evaluate their effectiveness in 

measuring the construct of self-concept. 

The majority of self-concept scales employ a pro

jective, behavioral observation or self-report method for 

accumulating information regarding the self. One of the 

earliest self-concept devices was introduced by Lipsitt 

(1958). He attempted to develop a self-concept scale for 

children between the fourth and sixth grades which would be 

a reliable instrument for investigators. He found a high 

correlation between his self-report scale and the Children's 

Manifest Anxiety Scale. The Piers-Harris Self-Concept Scale 

was subsequently developed in 196>+ for administration to 

children in the third, sixth and tenth grades. The self-

report method was used. A correlation coefficient of .68 

was found between Lipsitt's scale and the Piers-Harris, 

which suggested that they were both measuring similar dimen

sions of self-concept. 

Sears and Sherman (196 6) of Stanford University de

scribed a self-concept inventory from the essays of fifth 

and sixth graders entitled, "The Kind of Person I Am and 

Would Like to Be" Sears abstracted nine areas that were fre

quent concerns.of the students and designated the factors as 
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1. Physical ability 

2. Mental ability 

3. Social relations with same (or opposite) sex 

4. Attractive appearance 

5. Social relations with others 

6. Work habits 

7. Social virtues 

8. Happy qualities 

9. School subjects 

The inventory was derived from a projective technique that 

referred exclusively to school experiences. Although it is 

doubtful that Sears was implying that the self-concept is 

totally dependent upon educational experiences, the omission 

of home and out-of-school experiences presents a void in her 

instrument for measuring self-concept. 

The Tennessee Self-Concept Scale has also been used 

in many studies concerned with the improvement of self-

concept (Williams and Cole 1968, Thompson 1974, White and 

Howard 1973). The instrument was developed as a self-

descriptive scale consisting of 100 statements to which the 

subjects respond according to their agreement or disagree

ment. The subscales include self-references regarding phys

ical appearance, personal, family, and social self, and 

perceptions of behavior and self-acceptance. The scale has 

been exempted from early primary studies since it was 
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designed for middle grades through high school. Williams 

and Cole did discover positive relationships between the 

instrument and sixth graders' social status, mental abili

ties, reading, and math achievement. Similar relationships 

were found with the Piers-Harris Self-Concept Scale. The 

Tennessee Self-Concept Scale has not been used as exten

sively as the Piers-Harris, however, due to its lower test-

retest coefficients of .45 to .60 (Wylie 1974). 

Coopersmith (1967) discussed four basic components 

included in his scale of self-esteem. He viewed successes, 

ideals, aspirations and defenses as major influences on the 

development of children's self-esteem. The four components 

were included in his 50 item inventory. Questionnaires and 

interviews with mothers provided the basis for analysis re

lating self-esteem to early environmental conditions. Zirkel 

and Moses (1971) found significant relationships between 

ethnic group membership and self-esteem as measured by 

Coopersmith's instrument, but concluded that the scale was 

limited and did not evaluate as many dimensions of self as 

other instruments. 

An increasingly prominent self-concept measure was 

designed by Wylie (1974). He developed the Q sort technique 

which consists of a pack of cards, each with descriptive 

items of self. Subjects are asked to sort the cards into 

piles that they consider to be the most to least descriptive 
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of themselves. The distribution approximates a normal dis

tribution. The majority of Q sort tests have been done with 

high school students and adults (Nahinsky 1958, Stotland and 

Cottrell 1961 and Bartlett 1959). Studies by Perkins (1958) 

and Bennett (1964) did include the Q sort technique with 

fourth and sixth graders and found that most of the children 

were capable of understanding the directions and tasks. In

dividual administration was required with some children; 

however, this did not deter from the technique's effective

ness . 

The most subjective assessment of self-concept is 

derived from the projective techniques. Engel and Raine 

(1963) developed a self-concept test entitled, "Who Are You" 

(W.A.Y.). According to Bugental (1964) the W.A.Y. method is 

most effective when the individual is motivated to tell in

terviewers about himself "for some purpose in which the re

spondent and interviewer are mutually interested, such as a 

clinical or counseling situation" (p. 643). The subject is 

asked to respond to open ended questions in an attempt to 

focus on the phenomenological and non-phenomenological as

pects of self-concept. The results may depend on the 

interviewer's clinical skills. Due to the subjectivity and 

individual nature of this instrument, it has not been widely 

used in research related to elementary and high school stu

dents. Wylie (1974) stated, however, that researchers have 
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expressed favorable opinions regarding the information gained 

from the technique. She suggested that the instrument may 

measure dimensions of self-concept that are similar in more 

prominent instruments. 

Since the majority of self-concept scales have been 

designed to measure the self-concepts of middle grade stu

dents to adults, the research has concentrated at these 

levels. Many authors have supported the exploration of self-

concept studies at the early primary levels, but add that 

they are confronted with the absence of a self-concept in

strument designed for this age group (Wylie 1974, Hugo 1969, 

Howard and Zimpfer 1972, Eldridge, Barcikowski and Witmer 

1973). Due to the difficulties encountered in developing 

and finding reliable measures, the research is concentrated 

in the older populations. 

Trosky (1974), with the assistance of teachers in the 

Winnepeg School System, attempted to develop a scale designed 

specifically for measuring early primary students1 self-

concepts. The scale, entitled Teachers Inventory of Pupil's 

Self-Concepts (TIPS) was developed by selecting items common 

in many self-concept inventories. The items were then para

phrased into language aimed at the primary level. Although 

the results indicated that the children understood the con

cepts and were able to improve their scores over a period of 



two years, Trosky did not perform the necessary statistical 

tests for validity and reliability which would improve the 

instrument's value for research. 

In 196 9, Torshen, from the University of Chicago, 

developed the Primary Self-Concept Inventory for kindergarten 
I 

through second grade. Her effort was based on the scale de

veloped by Pauline Sears (1963) entitled the Self-Concept In

ventory. A factor analysis by Torshen, Kroeker and Peterson 

(1974) has indicated that the seven self-concept components 

included on the initial Inventory were the same principal 

components found in subsequent evaluations. The evidence 

suggests that the instrument is a research tool worthy of 

further investigation. 

The abundance of self-concept studies have revealed 

many discrepancies among self-concept instruments. The dif

ficulties in comparing and contrasting research in this area 

often lies with the difficulties inherent in comparing the 

instrumentation. Additionally, research evidence suggests 

that the self-concept is pliable and often changes between 

the first and fourth grades. It is not known whether the 

self-concept changes are due to personal growth and environ

mental conditions, or the inability to measure self-concept 

dimensions between the early primary to middle primary years. 

If the development of self-concept in the primary grades is 
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an educational focus, it is necessary that reliable instru

ments be developed to encourage further studies in this area. 

Chapter 2 has contained an overview of theoretical 

formulations of self-concept, related group counseling re

search and self-concept instruments. It is evident that 

there are diverse opinions regarding the nature of self-

concept and the applicability for improving self-concept 

with group counseling procedures. Possibly the most promi

nent difficulty in primary level self-concept research is the 

lack of instruments that assess specific dimensions of a 

self-concept. It is doubtful that one scale would measure 

all ingredients of the self-concept, therefore, it may be 

beneficial to design instruments that offer validity and re

liability coefficients pertaining to delineated characteris

tics of the self-concept. The questions that arise in this 

area of research add credence to the continued search for 

defining the term and for testing counseling processes that 

might add to the improvement of an individual's self-concept. 

Chapter 3 will contain the methods used to eval

uate this study including experimental procedures, group 

procedures, test instruments, research design, statistical 

procedures and limitations of the study. 



CHAPTER 3 

METHODS 

This chapter contains the methods utilized for in

vestigating the study. It includes setting, selection of 

subjects, procedures, research design, and limitations. 

Setting and Selection of Subjects 

All of the students included in this study were first 

grade students from Lulu Walker Elementary School in Tucson, 

Arizona. The school utilizes an open classroom atmosphere 

in which separate classrooms are not organized. The instruc

tors teach various school subjects in small groups. The 

entire first grade population of 6 3 was originally selected 

for the study; however, parental permission for their child's 

inclusion was granted for forty students. Forty students 

were then assigned to the experimental and control groups by 

random selection. The remaining students were not included 

in the study. They maintained their regular school schedule. 

Lulu Walker Elementary School is located within the 

Amphitheater School District in Tucson, Arizona. The dis

trict serves the northwest area of Tucson and surrounding 

area. The majority of students come from predominantly mid

dle to lower middle socioeconomic class families. English is 

the primary language. 
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Amphitheater School District was selected on the 

basis of its stated objective of self-concept development 

within the school setting. Self-concept development was 

designated as the priority academic objective upon the rec

ommendation of parent polls and questionnaires. 

Experimental Procedures 

During the first week of this study, forty first 

grade students included in this study were administered the 

Primary Self-Concept Inventory (PSCI) as the pre-test in

strument for assessing self-concept (Appendix A). The 

teachers were also asked to rate each child's behavior ac

cording to the criteria on the Self-Esteem Behavior Rating 

Form (Appendix B). One-fourth of the sample was randomly 

assigned to the Activity Group, one-fourth to the Discussion 

Group, one-fourth to the Placebo Group, and one-fourth to 

the Control Group. 

The Discussion, Activity and Placebo Groups met twice 

per week for 25 minutes each during the first morning period. 

The length of the treatment time was selected as the optimum 

attention span for first graders. According to McBrien and 

Nelson (1972), first graders appear to differ in attention 

span, ranging from 20 to 40 minutes. The meeting time of 

the groups rotated in an attempt to control the variance at

tributable to continuously being the first, second or third 

group. The experiment lasted for eight weeks, providing 



sixteen sessions per Activity, Discussion and Placebo Group. 

One researcher was selected to facilitate all groups in an 

attempt to control the experimenter variable. The teacher 

was not told the experimental group in which the child was 

participating. This procedure was designed to control for 

possible experimental bias on the part of the teacher. The 

Control Group consisted of students who remained with their 

teacher and did not participate in the treatment, while the 

Activity, Discussion and Placebo Groups operated in a private 

classroom which was separated from the Control Group and 

teacher. 

Immediately following the termination of the experi

ment the forty first graders were readministered the PSCI 

and the teacher rated each child's behavior according to the 

Self-Esteem Behavior Rating Form. Pre-post differences were 

compared for all groups. The Self-Esteem Behavior Rating 

Form was also evaluated regarding individual behavior changes 

between the initiation of the experiment and its termination. 

Additionally, individual PSCI pre-post differences were 

evaluated to assess whether individual behavioral changes 

were perceived by the teacher. This subjective comparison 

was performed to examine possible individual behavioral 

changes that might not be evident in mean scores. 
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Group Procedures 

The experimental treatments were divided into Guid

ance Activity and Guidance Discussion Groups. Both groups 

were simultaneously exposed to identical guidance goals 

during each session. The researcher presented the guidance 

goal at the beginning of each session. 

The Activity Group then utilized activities for the 

specific purpose of teaching the presented guidance goal. 

The activities used to teach the goals were developed by 

Hillman (1975). His model is based on the concept of learn

ing by experiencing, thinking and discussion. The related 

guidance activities were administered to evaluate their ef

fectiveness for improving participants' self-concepts. The 

•activities for each session are presented in Appendix C. 

The Discussion Group utilized group discussion for 

the specific purpose of teaching the proposed guidance goal. 

The group used verbal interaction rather than activities as 

the medium for teaching the goals. Open-ended questions were 

asked by the researcher. A procedural outline for each ses

sion is presented in Appendix D. 

A five minute summary discussion was held at the end 

of both Guidance Groups. Emphasis during the summary dis

cussion was placed on the feelings, thoughts and actions of 

the participants and the guidance goal involved. 

During the Activity and Discussion Groups the re-

.searcher functioned as a group facilitator, rather than 
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"leader" or "boss." The facilitator assisted the group by 

directing questions and problems back to the participants so 

they could learn the guidance goal by experiencing the con

sequences of their own thoughts, decisions and actions. The 

researcher functioned in a non-authoritarian manner and 

structured participants' behavior only to the extent that 

physical damage and facility destruction were avoided. For 

example, the researcher had a responsibility to limit or 

stop physical fighting among students in the classroom, es

pecially if it was evident that an individual might be phys

ically harmed. Other than these extreme situations, he 

maintained a role of an active listening participant. The 

researcher also tape-recorded the Activity, Discussion and 

Placebo Group sessions. The tapes were evaluated to assess 

the researcher's degree of personal consistency between 

groups. 

The Placebo Group met for increased control effect. 

The subjects were free to choose at the beginning of each 

session between organized games, free time, free play, dis

cussions, story telling, sharing and drawing. Guidance goals 

and summary discussions were not presented. The researcher 

maintained the same responsible role as previously outlined 

for the Activity and Discussion Groups except for implement

ing activities, discussions and questions pertaining to 

planned guidance goals. The researcher's primary purpose 
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for attending the Placebo Group was to provide the subjects 

with the same adult attentions afforded the experimental 

groups. The researcher also maintained a record of the 

events chosen by the subjects during each session. This 

record is presented in Appendix B. 

The Control Group remained with the teacher and did 

not meet as a Guidance Group. 

Test Instruments 

Primary Self-Concept Inventory / 

The Primary Self-Concept Inventory was based on the 

Self-Concept Inventory developed by Pauline Sears (1963) of 

Stanford University. Development of the PSCI was initiated 

by Torshen (1969) and Torshen et al., (1974) because reliable 

multidimensional self-concept inventories were not available. 

The initial Sears Inventory was designed for middle 

grades (4-7) and covered ten self-concept areas. Ten ques

tions were included per item for a total of 100 questions. 

Three separate ratings were made for each question, including 

the student's (1) satisfaction with himself, (2) prediction 

whether his performance would improve or not improve and (3) 

position in comparison with other members in the class. The 

student, therefore, made three ratings on each of the 100 

items for a total of 300 responses. 
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The Primary Self-Concept Inventory was developed to 

reduce the length and complexity of the Sears Inventory 

which was considered too difficult for younger children. 

The resulting version of the PSCI contained 45 questions with 

two ratings per item. 

The Inventory was administered during two sessions. 

During the initial session students responded to the 4 5 

items by indicating their satisfaction with themselves. An 

example of the satisfaction rating is as follows: "If you 

are happy about the way you play games in the playground, put 

an 'X' in the box with the circle. If you are unhappy about 

the way you play games in the playground, put an 'X' in the 

box with a square." During the second session students re

sponded to the 45 items by indicating how they compared with 

their peers by answering, "better than a good many", "about 

the same", or "not as good." 

The seven principle components within the inventory 

were derived from a factor analysis of the total 90 re

sponses. The principle component analysis of the PSCI sup

ported the proposition that the underlying structure of the 

PSCI was similar to that of the Sears Inventory. The seven 

subscales included on the PSCI are: 

1. Learning-Work Habits 

2. Athletics 

3. Personal Appearance 

4. Relationship to Teachers 



5. Relationship to Boys 

6. Relationship to Girls 

7. Relationship to Others in General. 

Test-retest coefficients were administered at an interval of 

six months for each of the items. The following reliability 

estimates were obtained: 

1. Learning-Work Habits, .53 

2. Athletics, .70 

3. Personal Appearance, .38 

4. Relationship to Teachers, .46 

5. Relationship to Boys, .73 

6. Relationship to Girls, .63 

7. Relationship to Others in General, .45. 

Although the relationship between the underlying factors to 

self-concept have yet to be confirmed by research, they are 

represented as self-concept factors in inventories such as 

the Tennessee Self-Concept Scale and the Piers-Harris Self-

Concept Inventory. The inventory is presented in Appendix A. 

Self-Esteem Behavior Rating Form 

The Self-Esteem Behavior Rating Form was developed by 

Coopersmith at Cornell University (1967). It consists of a 

thirteen-item, five-point scale based on behaviors that are 

presumed to be related to self-concept. The behaviors were 

selected as representative of self-concept after many obser

vations of classroom behaviors and discussions with teachers, 
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principals and clinical psychologists. Cross-rater reli

ability was performed after twenty-eight weeks with a Pearson 

Product-Moment correlation of .73. 

The scale was originally devised as a means for mea

suring its relationship with Coopersmith1s Self-Esteem Behav

ior Rating Form. Unfortunately, he did not provide any 

statistical information about the relationships. Wylie 

(1974, p. 172) has reported "about .40 on several samples." 

Hugo (1969) reported that intercorrelations between the 

Piers-Harris Self-Concept Scale and the Self-Esteem Behavior 

Rating Form on pre- and post-tests were significant. Ad

ditionally, Hugo obtained a test-retest coefficient over 

eight weeks of .84 for the Self-Esteem Behavior Rating Form. 

The Self-Esteem Behavior Rating Form has been included in 

this study due to its significant relationship with other 

prominent self-concept inventories. The form includes items 

to measure the teacher's perception of the child's (1) re

action to failure, (2) self-confidence in new situations*, 

(3) sociability with peers, and (4) need for encouragement 

and reassurance. The Self-Esteem Behavior Rating Form is 

included in Appendix B. 

Research Design 

The design utilized in this study was the Pre-Test 

Post-Test Control Group Design described by Campbell and 



Stanley (1972). This design includes random assignment to 

groups and allows control for pretreatment group variances 

with pre-tests. 

Statistical Procedures 

A One-Way Analysis of Variance was used to evaluate 

the significances of the pre-test post-test mean gain scores 

between groups as a test of the first hypothesis. The level 

of significance for testing the null hypothesis was .05. 

The Pearson Product-Moment Coefficient of Correlation 

was used to evaluate the significance of the relationship 

between subjects' self-concept changes and behavioral changes 

for the second hypothesis. The level of significance for 

testing the null hypothesis was .05. 

Limitations of the Study 

The following were considered limitations of this 

study: 

1. The use of one group leader might influence the 

results of the study due to experimenter bias. 

2. Certain limitations may exist in attempts to 

measure self-concept and behavior. They are: 

A. Limitations of the instruments used. 

B. Teacher bias in rating the behavior of the 

students. 



C. The time interval between the pre- and post-

tests may not be sufficient to produce sig

nificant effects in self-concept and behavior 

Chapter 3 has contained the methods used to eval

uate this study, including the experimental and group pro 

cedures, test instruments, research design, statistical 

procedures and limitations of the study. 

Chapter M- will contain the results of this study 

and a discussion pertaining to the results. 



CHAPTER 4 

RESULTS AND DISCUSSION 

The purpose of this study was to evaluate the effects 

of two developmental group guidance techniques upon the self-

concepts of first graders and to ascertain whether changes in 

self-ccncepts would be reflected - in perceived behavioral 

changes. In addition to the stated purpose, the following 

questions were presented for discussion: 

1. Do Developmental Guidance Discussion Groups promote 

significantly positive changes in first graders' 

self-concepts? 

2. Do Developmental Guidance Activity Groups promote 

significantly positive changes in first graders' 

self-concepts? 

3. Do Developmental Guidance Activity Groups facili

tate significantly greater changes in first graders' 

self-concepts than Developmental Guidance Discus

sion Groups? 

4. Is there a significant relationship between the 

changes in self-concepts and the behavioral changes 

perceived by the teachers? 

i+8 
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Results 

The first hypothesis was: There is no significant 

difference in mean self-concept scores as a result of treat

ment among subjects who have been included in the Guidance 

Activity, Guidance Discussion, Placebo and Control Groups 

when comparing the four groups with the Primary Self-Concept 

Inventory. 

A One-Way Analysis of Variance was used to evaluate 

the significance of the pre-test post-test mean gain scores 

between groups. The level of significance for testing the 

hypothesis was .05. The obtained value (F=1.38 3) was not 

significant at .05. Therefore, the first hypothesis must be 

retained. The data for the One-Way Analysis of Variance are 

presented in Table 1. 

Table 1. One-Way Analysis of Variance Self-Concept Scores 
between Groups 

Source df s.s. m.s. F 

Between groups 3 253.400 84.467 1.383* 

Within groups 36 2198.200 61.061 

*Not significant at p -<.05 

The F value of 1.383 indicates there was no signifi

cant difference in self-concept scores between groups of 

subjects who participated in the two Guidance Groups and 
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those in the Placebo and Control Groups. The pre-test post-

test self-concept scores for all subjects are contained in 

Appendix F. 

The second hypothesis was: There is no significant 

relationship between the subjects1 individual changes in self-

concept as measured by the Primary Self-Concept Inventory and 

the behavioral changes perceived by the teachers as measured 

by the Self-Esteem Behavior Rating Form. 

The Pearson Product-Moment Coefficient of Correlation 

was used to evaluate the relationship between the subjects' 

self-concept changes and behavioral changes. The test for 

the significance of the relationship was .05. 

A correlation of .19 was found between the post-test 

self-concept and behavioral scores. This score did not ex

ceed the value needed for significance at the .05 level. 

Therefore, the second hypothesis must be retained. 

The results of the second test indicate that there 

was no significant relationship between self-concept changes 

and perceived behavioral changes. The pre-test post-test be

havior scores are presented in Appendix G. 

Tape recordings of the Activity, Discussion and 

Placebo Groups were evaluated to assess the researcher's de

gree of personal consistency among groups. The tapes were 

evaluated on the basis of the Carkhuff Communication Index 

by two trained raters. Each rater evaluated identical tapes 
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recorded in each of the three groups. The inter-judge reli

ability of the two raters was based on their evaluation of 

30 segments of counseling tapes made by a variety of coun

selors. The inter-judge reliability, computed by the Pearson 

Product-Moment Correlation Coefficient was .75 (Engelhard 

1977). The Carkhuff ratings for the Activity, Discussion and 

Placebo Groups are presented in Table 2. 

Table 2. Carkhuff Communication Index Gross Rating Form 

Activity Group Discussion Group Placebo Group 

Rater 1 4.0 4.0 3.0 

Rater 2 3.5 3.5 3.0 

" Mean 3.75* 3.75* 3.0* 

*Not significant at p -<.05 

The Kruskal-Wallace One-Way Analysis of Variance was 

computed to determine significance between the group means. 

Significance was not found at the .05 level (H=.22). This 

result indicated that the experimenter's personal consistency 

among groups was not significantly different. 

Discussion 

The data in this study failed to provide significant 

results for the first and second hypotheses. This section 

will explore the findings in relation to previous studies, 



respond to the questions and examine possible reasons for 

the results. 

Self-Concept Evaluation 

The first hypothesis attempted to test the relative 

feasibility of utilizing Developmental Group Guidance as a 

process for improving first graders' self-concepts. The 

results indicated that there were no significant differences 

among groups. The pre-test post-test mean group scores are 

contained in Table 3. 

Table 3. Pre-Test Post-Test Group Mean Self-Concept Scores 

Activity Discussion Placebo Control 
Group Group Group Group 

Pre-Test PSCI 99.5 100.9 99.3 105.3 

Post-Test PSCI 101.6 102.9 99.7 102.3 

Pre-Post-
Difference +2.1 +2.0 +.4 -3.0 

Although the Activity, Discussion and Placebo Groups 

had positive mean score improvements, the pre-test post-test 

differences appear as a regression toward the mean. All dif

ferences in group mean scores, therefore, must be attributed 

to chance (Kerlinger 1973). 
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In response to the questions, the results indicated 

that neither the Developmental Guidance Discussion nor 

Activity Groups contributed to significantly positive changes 

in first graders' self-concepts. Additionally, the Activity 

Group did not facilitate significantly greater change in 

self-concept than the Discussion Group. In effect, the 

treatments did not signficantly alter the self-concept of the 

subjects during the evaluation. 

The researcher did observe that the subjects' behav

iors within the Activity, Discussion and Placebo Groups 

varied. " Essentially, the subjects in the Placebo Group ap

peared to enjoy the sessions more than the subjects in the 

Developmental Guidance Groups. The Placebo members were more 

boisterous, laughed more.frequently and appeared in general 

to have a better time than the subjects in the Activity and 

Discussion Groups. 

Members in the Discussion Group often complained 

about the lack of game playing and questioned why they could 

not participate in games like the other groups. Simulta

neously, members in the Activity Group asked why they could 

not choose their own games or "just play like that other 

group." Since the group sessions were separated from the 

classroom, it was apparent that the subjects were aware of 

the differences in group procedures. In addition, one-third 

of the first grade sample did not participate in the 
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evaluation due to the lack of parent permission. The 

teachers reported that these children were aware of their 

exclusion and asked why they were not participating. The 

children also asked the subjects about the content of the 

sessions. It is not known whether the total interaction 

effect between the first graders diluted the treatment ef

fects; however, verbal dissatisfaction was voiced in the 

treatment groups. 

The pre-test self-concept scores warrant examination. 

Essentially, they were relatively high. The mean pre-test 

score for all subjects was 101.3. Considering the maximum 

attainable score was 120, the subjects responded, on an 

average, to 84 percent of the self-concept questions in the 

most favorable manner. The high pre-test scores suggest 

that either the subjects possessed genuinely positive self-

concepts, the degree of egocentricity was very high, or the 

pre-test instrument was insensitive to subtle self-concept 

differences. 

The high pre-test scores were consistent with pre

vious studies. Fiore (1969) found consistently high self-

concept scores in his study involving kindergartners and 

attributed the results to a high degree of egocentricity. 

Further, the Drummond, Cobb and Mclntire study (1976) indi

cated that children in an open classroom had consistently 

higher self-concept scores than children in traditional 

classrooms. 
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It is possible that the self-concept instrument did 

not adequately distinguish personality characteristics re

lated to the self. The high pre-test scores also suggest 

that a "ceiling" effect may have been operating. In this 

case, the mean score for all subjects (101.3) would have 

required an increase of seven to eight points for significant 

results. An increase of this magnitude would require that 

the subjects respond in the most favorable manner to approxi

mately ninety-one percent of the self-concept questions. 

Although the instrument did have test-retest coefficients, 

the reliability estimates ranged from .73 to .38. Four of 

the seven self-concept characteristics had reliability esti

mates lower than .55, which indicates that at least seventy 

percent of the variance was not accounted for in four of the 

self-concept areas evaluated. 

Although it is not suggested that the PSCI was re

sponsible for the lack of significant results, the possible 

"ceiling" effect and moderate reliability of the instrument 

may have minimized some self-concept changes that were un

detected. 

The difficulities in obtaining reliable self-concept 

instruments for the primary level were prominent. Since the 

PSCI was one of the few self-concept inventories listing 

reliability coefficients, it is possible that meaningful re

sults at this level may be difficult to obtain until improved 
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instrumentation is developed. Attempts at measuring the 

"total" self-concept with one instrument may also be unrea

sonable due to the magnitude and philosophical definitions 

of the self. 

The lack of significance may also be related to the 

length of the experiment. It is possible that changes in 

first graders' self-concepts requires more than an eight 

week intervention period. Considering the fact that an 

individual's self-concept evolves during years of develop

mental processes, it is very possible that a short-term 

treatment will not significantly change the entire self-

concept. Components of the self may be susceptible to 

change; however, this is difficult to measure since the cur

rent self-concept instruments are designed to "measure" mul

tiple personality characteristics attributed to the self. 

Behavioral Evaluation 

The results of this study indicated that there was 

no significant, relationship between the changes in subjects' 

self-concepts and perceived behavioral changes. The purpose 

of this question was to assess whether self-concept changes 

would be reflected in perceived behavioral changes. 

Although a significant relationship was not found, 

the variability in the teachers' ratings warrants examina

tion. One observation noted during the study was a tendency 

on the part of some teachers to consistently rate their 
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students higher on the Self-Esteem Behavior Rating Form, 

while others yielded lower scores. Since the students were 

randomly assigned to groups, it appears improbable that the 

total variability of behavioral scores was dependent upon the 

subjects1 behaviors, but in part upon the subjective percep

tions of the teachers. It is possible that operational def

initions of "appropriate" and "inappropriate" behaviors 

related to self-concept change is required to control for 

variability in behavioral scoring. The behavioral evaluation 

would require an assessment of individual differences; how

ever, a defined behavior may reflect a positive self-concept 

with one child, while simultaneously be indicative of a poor 

self-concept with another child. 

Individual PSCI pre- post- differences were evaluated 

to determine whether individual behavior changes were per

ceived by the teacher. One subject showing the greatest pre-

post- self-concept change was selected from the four groups. 

The self-concept and behavior change scores for these sub

jects are presented in Table 4. 

The teachers1 perceptions of individual behavioral 

changes do not appear to be affected by the self-concept 

changes. The lack of behavioral discrimination may indicate 

that the behaviors identified on the SEBRF are not related 

to PSCI. Further, the teachers may require additional train

ing in observing behavioral characteristics reflected in 
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self-concept changes. The comparison of pre-test post-test 

self-concept and behavior scores for all subjects is pre

sented in Appendix H. 

Table 4. Pre- Post- PSCI and SEBRF Scores for Four Subjects 

Activity Discussion Placebo Control 
Group Group Group Group 

Subject 2 Subject 12 .Subject 28 Subject 39 

PSCI 
Difference +12 +14 +11 -23 

SEBRF 
Difference 0 -3 +1 -3 

Summary 

The results of this evaluation indicated that the 

Developmental Group Guidance treatments did not significantly 

change the self-concepts of the first graders. The lack of 

significance may have been due to the treatment modalities. 

The differences in pre- post- group mean scores were attri

buted to a regression of the scores toward the mean. The 

development of primary self-concept instruments, assessing 

specific personality characteristics related to the self are 

needed. Current scales attempt to measure multiple self-

concept traits. 
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The relationship between self-concept and perceived 

behavior changes was not significant. Teacher variability 

in behavior ratings was noted and it is possible that opera

tional definitions are required to assist behavioral evalua-

tors in recognizing behaviors possibly associated with 

self-concepts. 

Finally, on the basis of an evaluation of the re

searcher's personal consistency among groups, it was con

cluded that there was no significant differences as measured 

by two trained raters using the criteria on the Carkhuff 

Communication Index. 

Chapter 4 has contained the Results, Discussion, 

Response to the Questions and Evaluation of the tapes. 

Chapter 5 will contain the Conclusions, Implications and 

Recommendations regarding this study. 



CHAPTER 5 

CONCLUSIONS 

The first purpose of this study was to evaluate 

whether the self-concept of first graders could be improved 

through their inclusion in Developmental Guidance Groups. 

The groups were designed to teach Guidance Goals through the 

implementation of an activity and discussion format. A 

Placebo and Control Group were also included in the study 

for increased control effect. The results of the study indi

cated that there was no significant improvement in self-

concept as a result of membership in any group; therefore, 

the first null hypothesis was retained. 

The second purpose of the study was to evaluate 

whether a change in self-concept would be reflected in be

havioral changes as perceived by the teachers. No signifi

cant relationship was found between changes in subjects' 

self-concepts and perceived behavioral changes, therefore, 

the second null hypothesis was retained. 

Four questions were also presented for consideration. 

In response to the first two questions, the results indicated 

that neither the Developmental Guidance Discussion nor Activ

ity Group promoted significantly positive changes in self-

concepts. The third question asked whether the Activity 

60 
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Group facilitated significantly greater change in self-

concept than the Discussion Group. Significance was not evi

dent. The fourth question attempted to evaluate whether 

changes in self-concepts would be reflected in behavior 

changes as perceived by the teachers. The relationship 

between self-concept and behavioral changes was not signifi

cant . 

Although the Activity, Discussion and Placebo Groups 

showed positive increases in their mean self-concept scores, 

the comparatively small gains were not significant. The 

teachers' abilities to perceive behaviors also indicated 

variability. Some teachers' evaluations yielded higher be

havioral mean scores than other teachers. Since the sub

jects were randomly assigned to groups, it is possible that 

the teachers' perceptions of behavior described on the SEBRF 

varied. 

Implications 

Although the results of the study did not provide 

significant evidence that the Developmental, Activity or 

Discussion Groups promoted self-concept improvement in the 

subjects, a number of implications are prominent. 

First, the design and development of reliable primary 

self-concept inventories is essential if research is to pro

ceed in the developmental areas of self-concept improvement. 
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Possibly a moratorium on primary self-concept research should 

be applied until more sophisticated instruments are avail

able . 

Second, the advancement of self-concept inventories 

may require operational definitions of the personality char

acteristics. Currently inventories attempt to measure the 

"aware sense of self." Depending on philosophical position, 

it is conceivable that unconscious factors affect self-

concept that cannot be measured by current inventories. It 

is suspected that one inventory will never satisfy all psy

chological positions; however, inspection into differential 

aspects of self may be explored. 

Third, the design of primary inventories requires in

creased discrimination between personality categories to 

limit the "ceiling effect" that was noted in this evaluation. 

Significance will be difficult to obtain if pre-test scores 

are continuously high. It may be possible that first graders, 

on an average, do in fact possess genuinely high self-

concepts (Fiore 1969). Simultaneously, however, the high 

scores may reflect the self-concept instrument's failure- to 

detect subtle differences in personality structure. 

Fourth, the interaction effect between participating 

and non-participating subjects may dilute the treatment ef

fects. The subjects were aware of this inclusion and exclu

sion from the study, in addition to treatment differences. 
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Fifth, the treatment effects may require a longer 

period to significantly change self-concepts. Studies re

garding primary self-concept changes may require develop

mental approaches that define the developmental issues 

requiring improvement and the approximate time that is 

needed for significant change. 

Sixth, behaviors associated with self-concept are 

undefined. Although individual differences in behaviors and 

personalities require recognition and enhancement, the be

haviors associated with individual self-concept change re

quire further evaluation. 

Recommendations 

In consideration of the non-significant findings in 

this study, no generalizations within or beyond the sample 

can be made. The following recommendations are made for 

consideration in future primary self-concept evaluations: 

1. The development of more reliable self-concept in

strumentation is needed if the research in this 

area continues. Possible examination of instru

ments defining and measuring specific areas of 

personality traits related to the dimensions of 

self-concept require exploration. 

2. The duration of this study might be extended. The 

nature of a child's self-concept may require a 

longer treatment for significant change. 



Additional research is needed to identify the be

haviors which may be associated with first graders 

self-concepts. 

Further research might explore the effects of 

interaction between the inclusion and exclusion 

of first graders from the small group process. 

The inclusion-exclusion variable may contribute 

to self-concept changes at this level. 

The use of separate group facilitators may improve 

control for experimenter bias in the group process 

Future studies may implement the group treatments 

in separate schools to control for interaction 

effect between the treatment and control groups. 

The evaluations may also assess differences in 

group effects between open and traditional primary 

classrooms. 
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Subscale 
Number 

(1) Red 1. If you think you are good at games at recess 

time, put an X in the circle. If you are 

not good at games at recess time, put an X 

in the triangle. 

(2) Blu 2. If you think you learn things quickly, put 

an X in the circle. If you learn things 

too slowly, put an X in the triangle. 

(3) Blk 3. If you think you make friends easily with 

boys, put an X in the circle. If you do 

not make friends easily with boys, put an 

X in the triangle. 

(4) Red 4. If you think you make friends easily with 

girls, put an X in the circle. If you do 

not make friends easily with girls, put an 

X in the triangle. 

(5) Blu 5. If you think you are nice looking, put an 

X in the circle. If you are not nice look

ing, put an X in the triangle. 

(6) Blk 6. If you think you listen to teachers, put 

an X in the circle. If you do not listen 

to teachers, put an X in the triangle. 
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(7) Red 7. If you think you remember to say "please" 

and "thank you", put an X in the circle. 

If you do not remember to say "please" and 

"thank you", put an X in the triangle. 

(1) Blu 8. If you think you are good at games, put an 

X in the circle. If you are not good at 

games, put an X in the triangle. 

(6) Blk 9. If you think teachers trust you, put an X 

in the circle. If teachers don't trust you, 

put an X in the triangle. 

(2) Red 10. If you think you study hard and don't waste 

time, put an X in the circle. If you do 

waste time and don't study hard, put an X 

in the triangle. 

(2) Blu 11. If you think you use what you learn, put an 

X in the circle. If you don't use what you 

learn, put an X in the triangle. 

(3) Blk 12. If you think you go to enough'parties with 

boys, put an X in the circle. If you want 

to go to more parties with boys, put an X 

in the triangle. 

(4) Red 13. If you think you go to enough parties with 

girls, put an X in the circle. If you want 

to go to more parties with girls, put an X 

in the triangle. 
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(5) Blu 14. If you think you have nice eyes, nose and 

mouth, put an X in the circle. If you don't 

have nice eyes, nose and mouth, put an X in 

the triangle. 

(7) Blk 15. If you think you are fair with other people, 

put an X in the circle. If you are not fair 

with other people, put an X in the triangle. 

(1) Red 16. If you think you are strong, put an X in 

the circle. If you think you are weak, put 

an X in the triangle. 

(3) Blu 17. If you think boys like you, put an X in the 

circle. If boys do not like you, put an X 

in the triangle. 

(6) Blk 18. If you think you get along well with 

teachers, put an X in the circle. If you 

don't get along well with teachers, put an 

X in the triangle. 

(2) Red 19. If you think you finish your work by your

self, put an X in the circle. If you have 

trouble finishing work by yourself, put an 

X in the triangle. 

(7) Blu 20. If you think you are easy to get along with, 

put an X in the circle. If you are not 

easy to get along with, put an X in the 

triangle. 
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(1) Blk 21. If you think you are a good athlete, put an 

X in the circle. If you are not a good 

athlete, put an X in the triangle. 

CO Red 22. If you think you have fun with the girls 

in the class, put an X in the circle. If 

you do not have fun with the girls in the 

class, put an X in the triangle. 

(5) Blu 23. If you think you have nice hair, put an X 

in the circle. If you do not have nice 

hair, put an X in the triangle. 

(6) Blk 2U. If you think you understand teachers' 

feeling, put an X in the circle. If you 

do not understand teachers' feelings, put 

an X in the triangle. 



Answer Sheet 

Number: Date: 



15. 

16. 

17 . 

18 . 

19 . 

20 . 

21. 

2 2  .  

23 . 

24. 

a 
a 
o 

O 

O 

O 

O 

O 

0 
O 

A 

A 

A 

A 

A 

A 

A 

A 

A 

A 
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Peer Comparison—Scale 2 

Administration 

Administrator reads each item aloud to group of re

spondents. After an item is read, the respondent marks his 

answer on his own answer sheet. 

In introducing the inventory, the administration 

explains that the "right" answer to each question reflects 

what the student truly thinks about himself. The following 

example can be used: 

If you like chocolate ice cream better than your class

mates, put an X in the circle. 

If you like chocolate ice cream about the same as your 

classmates, put an X in the square. 

If you like chocolate ice cream less than your class

mates, put an X in the triangle. 

Scoring 

Separate scores are computed for each subscale. The 

student's score on a subscale is the total number of triangle 

responses to items in that subscale. For example, subscale 

1, has four items. If a student marked the triangle box for 

3 of those items, his score is 3. 
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Subscale 
Number 

(1) Red 1. If you are better than your classmates at 

recess time, mark an X in the box with the 

circle. 

If you are about the same as your classmates 

at games at recess time, mark an X in the 

box with the square. 

If you are not as good as your classmates 

at games at recess time, mark an X in the 

box with the triangle. 

(2) Blu 2. If you learn things faster than most of 

your classmates, mark an X in the box with 

the circle. 

If you learn things at the same rate as 

your classmates, mark an X in-the box with 

the square. 

If you learn things slower than most of 

your classmates, mark an X in the box with 

the triangle. 

(3) Blk 3. If you make friends with boys easier than 

most of your classmates, mark an X in the 

box with the circle. 

If you make friends with boys about the 

same as most of your classmates, mark an 

X in the box with the square. 



If you have more trouble making friends 

with boys than your classmates, mark an X 

in the box with the triangle. 

If you make friends with girls easier than 

most of your classmates, mark an X in the 

box with the circle. 

If you make friends with girls about the 

same as most of your classmates, mark an X 

in the box with the square. 

If you have more trouble making friends 

with girls than your classmates have, mark 

an X in the box with the triangle. 

If you are better looking than your class

mates, mark an X in the box with the circle. 

If you are just as nice looking as your 

classmates, mark an X in the box with the 

square. 

If you think you are not as nice looking as 

your classmates, mark an X in the box with 

the triangle. 

If you listen to teachers better than your 

classmates, mark an X in the box with the 

circle. 

If you listen to teachers about the same as 

your classmates, mark an X in the box with 

the square. 



If you do not listen to teachers as well as 

your classmates do; mark an X in the box 

with the triangle. 

If you remember to say "please" and "thank 

you" better than your classmates, mark an 

X in the box with the circle. 

If you remember to say "please" and "thank 

you" about the same as your classmates, 

mark an X in the box with the square. 

If you don't remember to say "please" and 

"thank you" as well as your classmates, 

mark an X in the box with the "triangle. 

If you are better at games than your class

mates, mark an X in the box with the circle 

If you are about the same as your class

mates at playing games, mark an X in the 

box with the square. 

If you are not as good as your classmates 

at playing games, mark an X in the box with 

the triangle. 

If teachers trust you more than your class

mates , mark an X in the box with the circle 

If you think teachers trust you the same as 

your classmates, mark an X in the box with 

the square. 
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If teachers trust you less than your class

mates , mark an X in the box with the tri

angle . 

(2) Red 10. If you waste less time than your classmates, 

mark an X in the box with the circle. 

If you waste the same amount of time as 

your classmates, mark an X in the box with 

the square. 

If you waste more time than your classmates, 

mark an X in the box with the triangle. 

(2) Blu 11. If you use what you learn better than your 

classmates, mark an X in the box with the 

circle. 

If you use what you learn the same as your 

classmates, mark an X in the box with the 

square. 

If you do not use what you learn as well as 

your classmates, mark an X in the box with 

the triangle. 

(3) Blk 12. If you go to more parties with boys than 

your classmates, mark an X in the box with 

the circle. 

If you go to the same number of parties 

with boys as your classmates, mark an X in 

the box with the square. 
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If you don't go to as many parties with 

boys as your classmates, mark an X in the 

box with the triangle. 

(2) Red 13. If you go to more parties with girls than 

your classmates, mark an X in the box with 

the circle. 

If you go to the same number of parties 

with girls as your classmates, mark an X 

in the box with the square. 

If you don't go to as many parties with 

girls as your classmates, mark an X in the 

box with the triangle. 

(5) Blu 14. If your eyes, nose and mouth are nicer than 

your classmates', mark an X in the box with 

the circle. 

If your eyes, nose and mouth are just as 

nice as your classmates', mark an X in the 

box with the square. 

If your eyes, nose and mouth are not as 

nice as your classmates', mark an X in the 

box with the triangle. 

(7) Blk 15. If you are better at being fair with other 

people than your classmates, mark an X in 

the box with the circle. 
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If you are just as good as your classmates 

at being fair with others, mark an X in the 

box with the square. 

If you are not as good as your classmates 

at being fair with other people, mark an X 

in the box with the triangle. 

(1) Red 16. If you are stronger than your classmates, 

mark an X in the box with the circle. 

If you are just as strong as your class

mates , mark an X in the box with the 

square. 

If you are weaker than your classmates, mark 

an X in the box with the triangle. 

(3) Blu 17. If you think boys like you better than your 

classmates, mark an X in the box with the 

circle. 

If you think boys like you the same as your 

classmates, mark an X in the box with the 

square. 

If you think boys don't like you as much as 

your classmates, mark an X in the box with 

the triangle. 

(6) Blk 18. If you get along with teachers better than 

your classmates, mark an X in the box with 

the circle. 
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If you get along with teachers the same as 

your classmates, mark an X in the box with 

the square. 

If you do not get along with teachers as 

well as your classmates, mark an X in the 

box with the triangle. 

(2) Red 19. If you finish work by yourself better than 

your classmates, mark an X in the box with 

the circle. 

If you finish work by yourself the same as 

your classmates, mark an X in the box with 

the square. 

If you do not finish work by yourself as 

well as your classmates, mark an X in the 

box with the triangle. 

(7) Blu 20. If you are easier to get along with than 

your classmates, mark an X in the box with 

the circle. 

If you are just as easy to get along with 

as your classmates, mark an X in the box 

with the square. 

If you are not as easy to get along with as 

your classmates, mark an X in the box with 

the triangle. 
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(1) Blk 21. If you are a better athlete than your class

mates, mark an X in the box with the circle. 

If you are the same at athletics as your 

classmates, mark an X in the box with the 

square. 

If you are not as good an athlete as your 

classmates, mark an X in the box with the 

triangle. 

(•+) Red 22. If you have more fun with girls in the 

class than your classmates, mark an X in 

the box with the circle. 

If you have just as much fun with girls in 

the class as your classmates, mark an X in 

the box with the square. 

If you don't have as much fun with the 

girls in the class as your classmates, mark 

an X in the box with the triangle. 

(5) Blu 23. If you think you have nicer hair than your 

classmates, mark an X in the box with the 

circle. 

If your hair is just as nice as your class

mates 1, mark an X in the box with the 

square. 

If your hair is not as nice as your class

mates ', mark an X in the box with the tri

angle . 
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(6) Blk 24. If you know what teachers are feeling better 

than your classmates, mark an X in the box 

with the circle. 

If you are the same as your classmates at 

knowing what teachers are feeling, mark an 

X in the box with the square. 

If you are not as good as your classmates 

at knowing what teachers are feeling, mark 

an X in the box with the triangle. 
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21. o A 

22 . _ o A 22 . 

23. o A 

24. o A 
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DIRECTIONS: Please read each question and place one check 

mark for each of the thirteen items which most 

accurately describes the behavior of the child 

in your classroom. 

The results of this Behavior Rating Form will 

be kept completely confidential and will in no 

way identify you or the child. 
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Behavior Rating Form 

Name Teacher Date 

1. Does this child adapt easily to new situations, feel 
comfortable in new settings, enter easily into new 
activities? 

always usually sometimes" seldom never 

2. Does this child hesitate to express his opinions, as 
evidenced by extreme caution, failure to contribute, 
or a subdued manner in speaking situations? 

always usually sometimes seldom never 

3. Does this child become upset by failures or other 
strong stresses as evidenced by such behaviors as 
pouting, whining, or withdrawing? 

^always usually sometimes seldom never 

4. How often is this child chosen for activities by his 
classmates? Is his companionship sought for and 
valued? 

always usually sometimes seldom never 

5. Does this child become alarmed or frightened easily? 
Does he become very restless or jittery when procedures 
are changed, exams are scheduled or strange individuals 
are in the room? 

always Usually sometimes seldom never 

6. Does this child seek much support and reassurance from 
his peer or the teacher, as evidenced by seeking their 
nearness or frequent inquiries as to whether he is 
doing well? 

always usually sometimes seldom never 

7. When this child is scolded or criticized does he 
become either very aggressive or very sullen and with
drawn? 

always usually sometimes seldom never 
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8. Does this child deprecate his school work, grades, 
activities, and work products? Does he indicate he 
is not doing as well as expected? 

always usually sometimes seldom never 

9. Does this child show confidence and assurance in his 
actions toward his teachers and classmates? 

always usually sometimes seldom never 

10. To what extent does this child show a sense of self-
esteem, self-respect, and appreciation of his own 
worthiness? 

very strong strong medium mild weak 

11. Does this child publicly brag or boast about his 
exploits? 

always usually sometimes seldom never 

12. Does this child attempt to dominate or bully other 
children? 

always usually sometimes seldom never 

13. Does this child continually seek attention as evidenced 
by such behaviors as speaking out of turn and making 
unnecessary noises? 

always usually sometimes seldom never 



APPENDIX C 

ACTIVITY GROUP OUTLINE 

88 



First Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help students become aware of the 

emotions of "happy and sad" 

2. Guidance Activity: making face collage 

3. Guidance Discussion Questions: 

a. What is a feeling? 

b. Were you happy or sad making your collage? 

c. Do you know when you are happy or sad? 

d. How do you know if a classmate is happy or 

sad? 

Second Session 

1. Guidance Principle: "Understanding the Conse

quences of Behavior" 

Purpose: To help students learn the concept of 

natural consequences 

2. Guidance Activity: role playing—these revolves 

around children playing with matches. A group 

of children are playing with matches in a field 

and one child leaves. Emphasize the possible 

natural consequences of the children's behavior. 

3. Guidance Discussion Questions:-

a. What are the possible consequences? 

b. Why did one child leave? 



c. How did the children feel? 

d. What decisions did the children make regarding 

group pressure? 

* 

Third Session 

1. Guidance Principle: "Understanding Relationships 

With Others" 

Purpose: Being a good group member 

2. Guidance Activity: Playing Dodge Ball 

3. Guidance Discussion Questions 

a. What does it mean to be a group member? 

b. How can you be a good group member? 

c. What are some advantages of cooperation? 

d. What type of group member were you? 

e. What do you do if you do not get your way? 

Fourth Session 

1. Guidance Principle: "Understanding the Purpose 

of Behavior" 

Purpose: To help children understand the purpose 

of attention getting 

2. Guidance Activity: Puppet Show, "How About Me." 

The puppet show includes 1 students and one coun

selor. The theme considers the way children gain 

attention. The counselor asks, "Who would like to 

be in the puppet show?" The subsequent group 
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response is acted out with the class puppet show. 

The counselor may be the teacher puppet; however, 

the group may select the student of their choice 

for this role. The counselor should closely ob

serve the manner in which the children vie for 

the puppetry roles. 

3. Guidance Discussion Questions: 

a. Why do you think (name the children) wanted 

to be in the puppet show? 

b. How did you feel when you were not in the 

puppet show? 

c. How do you know you are important? 

d. What other ways can you gain attention? 

\ 

Fifth Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help students become aware of the 

emotions of anger and scared 

2. Guidance Activity: Making face collage 

3. Guidance Discussion Questions: 

a. Do you remember the two feelings? What were 

they? 

b. Have you ever felt these feelings? 

c. What feeling do you like the most, worst? 

Why? 



Sixth Session 

1. Guidance Principle: "Understanding the Conse

quences of Behavior" 

Purpose: To help students understand the emotions 

of feeling safe 

2. Guidance Activity: Obstacle course 

3. Guidance Discussion Questions: 

a. How do you behave when you feel safe? 

b. How did you know you felt safe? 

c. Do you ever feel unsafe? 

d. What do you do to feel safe and unsafe? 

Seventh Session 

1. Guidance Principle: "Understanding Relationships 

With Others" 

Purpose: To help students understand the concept 

of cooperation 

2. Guidance Activity: Divide group into smaller 

groups to draw and share one picture 

3. Guidance Discussion Questions: 

a. What does Cooperation mean? 

b. Did you argue? 

c. How did you feel cooperating? 

d. Was anyone trying to be boss? 



Eighth Session 

1. Guidance Principle: "Understanding the Purpose 

of Behavior" 

Purpose: To help students understand the goal 

of "power" 

2. Guidance Activity: The group is to decide on a 

game to play outside, such as tag, kick ball, 

dodge ball, etc. (counselor should observe the 

decision-making process and observe "power" . 

process among the children) 

3. Guidance Discussion Questions: 

a. Was anyone trying to be boss? 

b. How did you feel about the "boss?" 

c. Do you ever try to be the boss? 

d. Why do people try to be bosses? 

Ninth and Tenth Sessions 

1. Guidance Principle: Summary of feelings, conse

quences , relationships and purposeful behavior 

Purpose: To help students recognize, role play, 

and discuss the previous guidance principles 

(counselor might reiterate the principles if the 

students have difficulty remembering) 

2. Guidance Activity: Children are asked to collect 

litter on the playground 
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3. Guidance Discussion Questions: 

a. How did you feel during this activity? 

b. Was everyone cooperating? If not, do you 

have any ideas why? 

c. What would you do to have all the group 

members cooperate? 

d. How do you feel when everyone is helping one 

another? 

e. Can you be a better group member? How? 

Eleventh Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help children recognize the feelings 

of happy, sad, anger and/or scared 

2. Guidance Activity: Drawing to music 

3. Guidance Discussion Questions: 

a. How were you feeling while drawing? 

b. Tell use about your drawing (ask group members 

to share their drawings and feelings). 

c. What do you do when you feel this way? 

, d. Do you think other people feel the way you do? 

Twelfth Session 

1. Guidance Principle: "Understanding the Purpose 

of Behavior" 



Purpose: To help students recognize the conse

quential feelings which result from encouragement 

2. Guidance Activity: Picture drawing--children are 

asked to draw a picture of something they do not 

believe they know how to draw 

3. Guidance Discussion Questions: 

a. How did you feel when you were asked to do 

this activity? 

b. How did you feel when you were encouraged? 

c. Did you want to keep trying? Why? 

d. How do you feel about yourself now? 

Thirteenth Session 

1. Guidance Principle: "Understanding Relationships 

With Others 

Purpose: To help students understand the concept 

of sharing 

2. Guidance Activity: Counselor should divide the 

group into thirds and ask two groups to play tag 

with one ball while the third group waits to be 

included. 

3. Guidance Discussion Questions: 

a. How did you decide which group would wait? 

b. How did you feel waiting? 

c. What does sharing mean to you? 

d. How would you decide the next time? 
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Fourteenth Session 

1. Guidance Principle: "Understand the Purpose of 

Behavior" 

Purpose: To help students understand the 

purpose-of assuming disability 

2. Guidance Activity: Kick ball (counselor should 

pay particular attention to children who with

draw, give up, or appear helpless) 

3. Guidance Discussion Questions: 

a. Does anyone ever feel like giving up? What 

do you do? 

b. Why do you think you can't do things? 

c. What does the teacher do when you quit or 

say you can't do something? 

d. Do you like to try? 

e. What would happen if you did not give up? 

Fifteenth Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help children understand that other 

people also have feelings 

2. Guidance Activity: Facial expressions. The class 

practices making faces which reflect the feelings 

of anger, sad, happy and scared. The pupils might 



watch each other making faces and take turns 

guessing the feelings being expressed. 

3. Guidance Discussion Questions: 

a. Do others have the same feelings as you? 

b. Does their face look like yours when you feel 

the same way? 

c. How do you feel knowing that others feel the 

same as you? 

d. Do you think adults feel like you? 

Sixteenth Session 

1. Guidance Principle: Summary of feelings, conse

quences, relationships and purposeful behavior 

2. Guidance Activity: Group choice 

3. Guidance Discussion: Counselor should ask the 

group if they recognized any behaviors or feelings 

which were previously discussed, during the activ

ity. Counselor should summarize the principles at 

the end of the group. 
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First Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help students become aware of the 

emotions of "happy, sad, angry and scared" 

2. Guidance Discussion: Focus Unit C 

3. Guidance Discussion Questions: 

a. What is a feeling? 

b. How do you feel during the group? 

c. Do you know when you are happy, sad, angry 

or scared? 

d. How do you know if a classmate is happy, sad, 

angry or scared? 

Second Session 

1. Guidance Principle: "Understanding the Conse

quences of Behavior" 

Purpose: To help students learn the concept of 

natural consequences 

2. Guidance Discussion: i'ocus Unit C 

3. Guidance Discussion Questions: 

a. How do you think Andy felt? 

b. What do you think about the decision Andy made 

to run away? 

c. Have you ever felt like Andy? 

d. What will happen to Andy if he stays away? 
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Third Session 

1. Guidance Principle: "Understanding Relationships 

with Others" 

Purpose: Being a good group member 

2. Guidance Discussion: Centers around getting along 

with others 

3. Guidance Discussion Questions: 

a. What does it mean to be a group member? 

b. How can you be a good group member? 

c. What are some advantages of getting along? 

d. What type of group member were you? 

e. What do you do if you do not get your own way? 

Fourth Session 

1. Guidance Principle: "Understanding the Purposes 

of Behavior" 

Purpose: To help students learn the purpose of 

attention getting 

2. Guidance Discussion: "Bo, the Ball Player" 

3. Guidance Discussion Questions: 

a. How do you feel about Bo? 

b. Do you like everything about Bo? Do you always 

like his behavior? 

c. Why do you think he is bothering the guests? 

d. Does Bo ever remind you of you? 
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Fifth Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help students understand the emotions 

of happy and sad 

2. Guidance Discussion: Theme centers around feelings 

at school 

3. Guidance Discussion Questions: 

a. Do you remember the two feelings? What were 

they? 

b. Have you ever felt these feelings? 

c. What feeling do you like the most, worst? 

Why? 

d. What do you do about sad feelings at school? 

Sixth Session 

1. Guidance Principle: "Understanding the Conse

quences of Behavior 

Purpose: To help students understand the emotion 

of feeling safe 

2. Guidance Discussion: Counselor is to ask the group 

if they feel safe during the group meeting. The 

discussion centers around the type of behaviors 

which help individuals feel safe and unsafe during 

the group guidance. 
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3. Guidance Discussion Questions: 

a. How do you behave when you feel safe? 

b. How did you know you felt safe? 

c. Do you ever feel unsafe? 

d. What da you do to feel safe and unsafe? 

Seventh Session 

1. Guidance Principle: "Understanding Relationships 

with Others 

Purpose: To help students understand the concept 

. of cooperation 

2. Guidance Discussion: Present "The Blind Man and 

the Elephant" Focus Unit H 

3. Guidance Discussion Questions: 

a. What does cooperation mean? 

b. Why were the men arguing? 

c. What did the first blind man say the elephant 

was like? Was he right? (Counselor should 

suggest that partial description of the 

elephant might be right) 

d. Who was really right: Was anyone wrong? 

e. How could the men have cooperated? 

Eighth Session 

1. Guidance Principle: "Understanding the Purpose of 

Behavior" 
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Purpose: To help students understand the goal of 

"power" 

Guidance Discussion: "You can't make me do it!" 

Counselor reads the following story: 

Samuel continued to get out of his desk and walk 
around the classroom during the drawing time. Mrs. 
Jones, the teacher, kept saying, "Samuel, go back 
to your desk." Samuel would not go back. Mrs. 
Jones finally became very angry and threatened to 
tell his parents. Samuel yelled, "You can't make 
me do it!" 

Guidance Discussion Questions: 

a. Was anyone trying to be boss? 

b. Why doesn't Samuel go back to his desk? 

c. What do you think Mrs. Jones should do? 

d. Do you ever try to be boss? 

Ninth and Tenth Sessions 

1. Guidance Principles: Summary of feelings, conse

quences, relationships and purposeful behavior 

Purpose: To help students recognize and discuss 

the previous guidance principles 

2. Guidance Discussion: Counselor begins by asking 

the students to discuss the previous topics 

(counselor might reiterate the principles if the 

students have difficulty in remembering) 

3. Guidance Discussion Questions: 

a. What have you learned about yourself? 

2. 

3. 
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b. Does everyone cooperate? If not, do you have 

any ideas why? 

c. What would you do to have all members cooperate? 

d. How do you feel when everyone is helping one 

another? 

e. Can you be a better group member? How? 

Eleventh Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help children recognize the emotions 

of scared and angry 

2. Guidance Discussion: Who Am I 

3. Guidance Discussion Questions: 

a. Can you touch these feelings? 

b. What do you think angry and scared would feel 

like? 

c. Have you ever felt scared? 

d. What do you do when you feel angry? 

e. Does anyone ever feel scared or angry toward 

you? 

Twelfth Session 

1. Guidance Principle: "Understanding the Conse

quences of Behavior" 

Purpose: To help children recognize the feelings 

which result from encouragement 
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2. Guidance Discussion: "Robby Won't Try" 

3. Guidance Discussion Questions: 

a. Why did Robby say he did not want to try? 

b. What did he think might happen if he tried? 

c. Have you ever wanted to try something new? 

d. Were you afraid to try like Robby? 

e. What did you do? 

Thirteenth Session 

1. Guidance Principle: "Understanding Relationships 

with Others" 

Purpose: To help students understand the concept 

of sharing 

2. Guidance Discussion: Focus, stage one, Unit N 

3. Guidance Discussion Questions: 

a. Have you ever been in an argument like this? 

b. Was either child right? How do you know? 

c. How might the children have solved the problem? 

d. What does sharing mean to you? 

Fourteenth Session 

1. Guidance Principle: "Understanding the Purpose of 

Behavior" 

Purpose: To help students understand the concept 

of assuming disability 
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Guidance Discussion: Story, "Help Me" 

During the play period, Jane always sat by herself 
and did not play with the other children. After 
awhile, her classmates quit asking her to join 
them because she always said, "I can't do that" or 
"I don't know how." Her teacher tried for awhile 
to have her join in a game but Jane still sat by 
herself and said, "I'm not good enough to play 
that game." 

Guidance Discussion Questions: 

a. Why do you think Jane sat alone? 

b. What do you think she. should do? 

c. How do you think Jane felt? 

d. Have you ever behaved like Jane? 

e. What would happen if she did not give up? 

Fifteenth Session 

1. Guidance Principle: "Understanding Feelings and 

Emotions" 

Purpose: To help children understand that other 

people also have feelings 

2. Guidance Discussion: Counselor asks the group 

members to discuss feelings they experience in 

school 

3. Guidance Discussion Questions: 

a. Did you know that others also have feelings? 

b. How do you feel about others' feelings? 

c. How do you feel knowing that others feel the 

same way as you do? 

d. Do you think adults feel like you? 

2 .  

3. 



Sixteenth Session 

1. Guidance Principle: Summary of feelings, conse

quences, relationships and purposeful behavior 

Purpose: To help students recognize and discuss 

the previous guidance principles 

2. Guidance Discussion: Open discussion 

Counselor should summarize the principles at the 

end of the group. 
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Session 

1. Reading "The Big Jump" 

2. Reading "The Cat in the Hat Comes Back" 

3. Play time .in group room 

4. Nature walk 

5. Basketball 

6. Sharing: presentation by students 

7. Free drawing 

8. Kickball 

9. Sharing: presentation by students 

10. Basketball 

11. Free play 

12. Tape recording and listening to voices 

13. Hide and seek 

14. Played musical instruments (drums, noisemakers) 

15. Kickball 

16. Free play 



APPENDIX F 

PRE-TEST POST-TEST SELF-CONCEPT SCORES 

110 



Ill 

Activity Group Pre-Test Post-Test Pre- Post- Difference 

Subject 1 
2 
3 
4 
5 
6 
7 
8 
9 

10 

Discussion Group 

11 
12 
13 
14 
15 
16 
17 
18 
19 
2 0  

Placebo Group 

21 
2 2  
23 
24 

' 25 
2 6  
27 
2 8  
29 
30 

Control Group 

31 
32 
33 
3i+ 
35 
36 
37 
38 
39 
40 

104 104 0 
98 110 +12 

101 103 + 2 
93 102 + 9 
99 98 - 1 
94 100 + 6 

111 107 - 4 
100 91 - 9 
93 101 + 8 

102 100 - 2 

90 93 +3 
105 119 +14 
113 113 0 
94 95 + 1 
95 105 +10 

103 108 + 5 
93 87 - 6 
98 96 - 2 

105 105 0 
113 108 - 5 

96 95 - 1 
98 88 -10 
97 105 + 8 

102 108 + 6 
105 100 - 5 
108 102 - 6 
95 100 + 5 
92 103 +11 

105 105 0 
95 91 - 4 

113 103 -10 
99 90 - 9 

105 105 0 
93 99 +6 

102 98 - 4 
104 110 + 6 
106 109 + 3 
118 105 -13 
120 97 -23 
92 107 +15 
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Activity Group Pre-Test Post-Test Pre- Post- Difference 

Subject 1 
2 
3 
4 
5 
6 
7 
8 
9 

10 

Discussion Group 

11 
12 
13 
14 
15 
16 
17 
18 
19 
20  

Placebo Group 

21 
2 2  
23 
24 
25 
2 6  
27 
2 8  
29 
30 

Control Group 

31 
32 
33 
34 
35 
36 
37 
38 
39 
40 

45 
48 
52 
53 
53 
50 
41 
51 
35 
59 

41 
48 
53 
56 
49 
52 
40 
44 
35 
41 

- 4 
0 

+ 1 
+ 3 
- 4 
+ 2 
- 1 
- 7 

0 
-18 

45 
48 
39 
41 
39 
59 
38 
51 
44 
48 

53 
45 
41 
42 
42 
63 
38 
42 
44 
49 

8 
3 
2 
1 
3 
6 
0 
9 
0 
1 

53 
48 
57 
63 
40 
54 
55 
48 
43 
40 

52 
50 
55 
6 2  
47 
53 
55 
49 
41 
45 

1 
2 
2 
1 
7 
1 
0 
1 
2 
5 

49 
47 
41 
39 
49 
52 
48 
58 
52 
43 

46 
48 
42 
44 
58 
58 
50 
53 
49 
45 

3 
1 
1 
5 
9 
6 
2 
5 
3 
2 
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COMPARISON BETWEEN INDIVIDUAL SELF-CONCEPT 

CHANGES AND INDIVIDUAL BEHAVIOR CHANGES 
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Pre- Post- Self- Pre- Post- Behavior 
Activity Group Concept Change Change 

Subject 1 0 - 4 
2 +12 0 
3 +2 + 1 
4 +9 +3 
5 - 1 -4 
6  + 6  + 2  
7 - 4 - 1 
8 - 9 - 7 
9 + 8 0 

10 - 2 -18 

Discussion Group 

11 +3 +8 
12 +14 - 3 
13 0 +2 
14 +1 + 1 
15 +10 + 3 
16 +5 +6 
17 - 6 0 
18 - 2 - 9 
19 0 - 0 
20 - 5 + 1 

Placebo Group 

21 - 1 - 1 
22 -10 + 2 
23 +8 - 2 
24 +6 - 1 
25 - 5 +7 
26 - 6 - 1 
27 +5 0 
28 +11 + 1 
29 0 - 2 
30 - 4 +5 

Control Group 

31 -10 - 3 
32 - 9 + 1 
33 0 + 1 
34 - 6 +5 
35 - 4 +9 
36 +6 +6 
37 +3 +2 
38 -13 - 5 
39 -23 - 3 
40 . +15 +2 
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