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Purpose of the Study

The purpose of this study was to investigate the relationships

between modern and traditional schools and children's self-concepts.

In order to do this, it was necessary to describe and define the

phenomenon "self-concept" as used in education and to describe what the

author meant by modern and traditional schools.

The major objectives of the study were:

1. Define self-concept;

2. Define or describe modern schools;

3. Define or describe traditional schools; and

4. Describe their interactions.

Design of the Study

The study was conducted in one of the major public school

districts in the state of Oregon. It involved 120 students in four

elementary schools. Schools were selected on the basis of their

modern-traditional orientation and students were selected randomly



from sixth grade classes. Each student was given the California Test

of Personality and the Piers-Harris Children's Self-Concept Scale.

Three null hypotheses were examined:

Hol: There will be no significant difference between scores

for schools.

Hot: There will be no significant difference between scores

for male and female.

Ho3: There will be no significant interaction effect between

school and sex.

Upon rejection of the major null hypothesis, a Least

Significant Difference test would be conducted to'determine where

differences existed.

Findings and Conclusions

The literature reviewed for this study and the empirical

investigation itself, led to the defining of the three constructs

"self-concept," "modern school," and "traditional school." Self-con-

cept was basically defined as the self-image perceived and known to a

person as described extensively by sociologists, psychologists, and

educators throughout the past quarter century. The modern school was

described principally as humanistically and perceptually oriented,

child-centered, futuristic, and dedicated to the unconditional accept-

ance of children in their growth toward self-actualization. Tradi-

tional schools were described as behaviorally oriented, teacher-

centered, academic and cultural instruments dedicated to acceptance of

children on conditional grounds for the attainment of socially deter-

mined ends.



The major null hypothesis was rejected at the .01 level and

the Least Significant Difference tests showed scores for the modern

school far greater than the scores for the traditional schools. The

author concluded that the following relationships existed between the

modern and traditional schools and the children's self-concepts:

1. Modern school children acquire and maintain more positive

self - concepts than traditional school students;

2. Modern school students attain better self-adjustment than

traditional school children; and

3. Modern school children have better social adjustment than

traditional school children.
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THE PSYCHOLOGICAL AFFECT OF MODERN AND TRADITIONAL
SCHOOLS ON STUDENTS' SELF-CONCEPTS, SELF-ADJUSTMENT

AND SOCIAL ADJUSTMENT

CHAPTER I. INTRODUCTION

The self has been described, in ages past, as the soul, the

psyche, and the "Essential Being." Poets, philosophers, and priests

have sought to explain the self in terms of the physical, the mental,

the philosophical, and the spiritual. More recently, since the mid-

nineteenth century, sociologists, psychologists, and educators have

extended the studies of the self to include these and other perspec-

tives, swelling self literature prodigiously. For many, the ultimate

understanding of the self is in terms of what has been called man's

greatest potential, his furthest goal, his driving force, the achieve-

ment, that is, of self-actualization. For educators, the most fruitful

and significant aspect of this interest has been the expanding under-

standing of the phenomenon that stands at the gateway to self-actuali-

zation--the self-concept.

Through the years, many psychologists and educators have

suggested that there is a synergistic interaction between one's self-

concept and the various facets of one's life. A person's self-concepts

affect, and are affected by, his perceptions, behavior, physical and

mental health, goals, needs, and desires. Studies have indicated that

the self-concept, which can be healthy or unhealthy, positive or nega-

tive, a help or a hindrance to learning, is the primary factor in a

child's cognitive and affective growth and development; an important

consideration in the design and operation of our schools.

American schools are controlled partly by federal, state, and
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local governments, partly by citizen groups, partly by educators, and

partly by their clients--the students and their parents. American

schools may be, therefore, as diverse in their design and process as

are the people of this land; they are often as unique as the unique

individuals involved in their operations; they are often as similar as

universal dreams and resources can make them. They are the products of

historical imperatives, government support, and the inspiration and

biases of the educators who run them and the citizens who patronize

them. All things considered, however, there are, in our traditional

school systems, some universal qualities. They are, for example,

guided by a mixture of psychoanalytic and behavioral psychology. They

are primarily concerned with passing along the cultural heritage and an

approved body of knowledge, skills, values, and attitudes. They are

designed to accommodate large groups of children who attend on a com-

pulsory basis for long daily sessions. They try to maintain an effi-

cient financial system. They are managed, on the immediate day-by-day

basis, by an adult teacher who is the focal center of the classroom and

responsible for student control, behavior, and learning. These, and

other, qualities identify our traditional public schools.

There are other forces operating in our schools. The greatest

of these has been variously called synoetic, humanistic, psychological,

eupsychian, phenomenological, confluent, neo-progressive, and futuris-

tic. In this study it is called "modern." This modern force is also

a diverse mixture having many universal qualities. Modern schools are

guided by a psychological approach that is humanistic. They are pri-

marily concerned with each unique child's growth toward self-actuali-

zation. They are designed to accommodate large or small groups



depending on the needs of the moment as perceived by those involved,

attending classes on a volunteer basis that is not time-functional.

They try to maintain economic efficiency but children's needs take

priority over the school's material needs. The child is the focal

point of the daily activities and the interactions within the school

are on a democratically determined basis; control, behavior, and learn-

ing are the responsibility of the students. These, and other, quali-

ties identify the modern school.

This study has attempted to define "self-concept," "traditional

schools," and "modern schools" and to describe their interrelationships.
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Statement of the Problem

In his introduction to Goble's The Third Force (1970),

Abraham Maslow wrote of the spirit of a new age. There is, he said:

. . . a change of basic thinking along the total front of
man's endeavors, a potential change in every social insti-
tution, in every one of the 'fields' of intellectual
endeavor (p. vii).

Our most significant social institution outside the family and

our primary field of intellectual endeavor has been our system of

public education. Maslow's "change of basic thinking" has meant, for

education, the acceptance of a humanistic approach quite different from

the behavioral and psychoanalytical psychologies that dominated most of

this century.

Maslow's Third Force Psychology (so called to distinguish it

from Freudianism and behaviorism) is centered on man himself emphasiz-

ing the positive side of human experiences such as creativity, love,

and the growth toward self-actualization. Poppen, Wandersman, and

Wandersman (1976) called this force an opportunity for modern- and

future-oriented educators to endorse radical changes that focus on

internal, subjective, and experiential dynamics. This force has led to

educational concepts that are phenomenological, child-centered, value-

oriented, and deeply involved in self theory. It is an approach to

education described by Hamachek Read & Simon, 1975) as beginning

with the assumption:

. . . that teaching is first and foremost a relationship
between teacher and student which includes human behavior,
human meanings, and human understandings that grow out of
uniquely human experiences (p. xi).

As the literature of humanistic education grows, it focuses
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more and more on self theory, particularly the relationships between

self-concept and academic achievement and self-concept and self-actual-

ization. Borton (1970) described these relationships this way:

I believe that what a student learns in school, and what he
eventually becomes are significantly influenced by how he
feels about himself and the world outside (p. vii).

A child's self-concept can enhance or inhibit the learning

process. Studies (Fitts, 1970, 1972a; Fitts & Hamner, 1969; Purkey,

1970) have indicated that a positive self-concept facilitates learning

and growth, cognitive and affective development, personal and social

awareness and adjustment, and is the road to adequacy, full functioning,

and self-actualization (Combs, 1962). How, then, can we help children

acquire or develop adequate self-concepts? What kinds of schools are

best for this development?

These concerns have led to the statement of the basic problem

investigated in this study: What are the affects of modern and tradi-

tional schools on children's self-concepts?



Rationale of the Study

Traditional schools have responded to the growing concern for

the development of healthy self-concepts by offering a variety of pro-

grams. Some are designed to improve teachers' self-concepts and some to

help teachers help students. Many, unfortunately, are fragmented,

frowned upon by conservative teachers and uninformed parents, and,

therefore, under-supported. Most schools offer little more than mini-

units for the improvement of self-image or self-awareness, intermittent

periods devoted to values clarification and self-understanding, or

experimental programs for special students. In order to benefit from

federal grants, schools hastily devise teacher workshops for staffs

whose perceptions of need and validity leave them with little under-

standing, much less acceptance, of humanistic education generally and

the construct of the self-concept in particular.

Where these situations exist, piecemeal efforts have misled

teachers into assuming that programs of this nature are sufficient.

They are not. Where teacher perception of the need and effectiveness

of a humanistic approach is weak or non-existent, there is no internal-

ization of the need or desire to participate. Despite the growing

concern throughout the educational and psychological communities,

schools continue to offer insufficient programs or neglect self consid-

erations entirely.

It is not enough to allow children to pursue self-actualization

through a unit here and a program there. The need for autonomy, free-

dom, self-awareness, clarification of personal and societal values,

effective self-concepts, and a boost along the path to adequacy, full



functioning, and self-actualization cannot be satisfied by a

now-and-then, hit-or-miss, some-do-some-don't offering. There must be

total school commitment. The programs, the curricula, the facilities,

and the faculty, that is, the total school environment must be totally

involved.

Children find relevance and understanding in that which has

personal meaning for them. Indeed, they perceive only that which is

needed to enhance their inner selves. Schools that do not satisfy

their students' inner needs are plagued with 'slow learners,' non-

learners,"delinquents,"discipline problems,' and 'dropouts.'

The growing child is driven with the desire for self-awareness

and wants to probe and discover more about himself. This drive must be

satisfied. The child is most motivated and concerned when his own self

is the focus of attention and importance. A mere taste of activities

and experiences that center on his personal perceptions and awareness

is highly intriguing and appealing but not enough to satisfy his needs.

Schools that do not offer nurturing and fulfilling processes of self-

study leading to self-actualization are driving their clients from them.

Children turn away from these schools and seek their basic need ful-

fillment elsewhere. The author of this study is aware of some of the

alternatives for these children and is concerned about voids that will

be filled 'by one means or another.' Some children, turning inward,

withdraw into drugs or fantasies beyond their control. Some children,

turning away from school and family, find others only too eager to

supply the missing comfort and self-centering they need and seek.

Charismatic leaders, cultists, and religious and political organiza-

tions are willing indeed to fill the void for acolytes who trade
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commitment and loyalty and the dedication of their lives in exchange

for sympathetic self indulgent experiences. There is then imposed upon

these children external values and concepts just when their own autonomy

and awareness should develop and prevail. Their growth toward self-

actualization, and often their lives, is cut short.

This author's concern for the need for child-centered schools

that are devoted to the pursuit of self-fulfilling, self-actualizing

experiences has led to this study.



Definition of Terms

An important aspect of this study was the investigation of the

terms "modern schools," "traditional schools," and "self-concept." At

the start, the author assumed meanings for each that were clear for him

but not necessarily for others. Then, in a manner like Carl Rogers

(1969) who made a statement sensible to himself, "I scurry to the dic-

tionary to see if I really mean what I say (p. 103)."

No definition of the three principle terms is offered here

because they are defined, expanded, and reiterated throughout the text

in the context of the study. The same is true of the terms "Freudian

psychology," "behavioral psychology," "humanistic psychology," "full

functioning," "adequacy," and "self-actualization." They too are

extensively defined in Chapter II under appropriate sub-headings.

The following terms, used in the narrative and in the empirical

study, were defined by Thorpe, Clark, and Tiegs (1953) in the Califor

nia Test of Personality (CTP) manual.

A self-reliant child can do things independently of others and directs

his own activities. He is emotionally stable and behaves in a

responsible manner.

A child with a sense of personal worth feels well regarded by others,

believing they have faith in his future success. He feels capable,

reasonably attractive, and believes he has at least average ability.

A child enjoys a sense of personal freedom when he is permitted to have

a reasonable share in the determination of his conduct and in setting

the general policies that govern his life. He chooses his own friends
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and has at least a little spending money.

A child has a feeling of belonging when he enjoys the love of his

family, the well-wishes of good friends, and a cordial relationship

with people in general. As a rule, he gets along well with his teachers

and feels proud of his school.

A child with withdrawing tendencies substitutes the joys of a fantasy

world for actual successes in real life.

A child with nervous symptoms suffers from one or more of a variety of

physical symptoms such as loss of appetite, frequent eye strain,

inability to sleep, or a tendency to be chronically tired.

A child with desirable social standards understands the rights of

others, appreciates the necessity of subordinating certain desires to

the needs of the group, and understands what is regarded as right or

wrong.

A child with effective social skills shows a liking for people,

inconveniences himself to be of assistance to them, is diplomatic in

his dealings with both friends and strangers, and subordinates egoistic

tendencies in favor of interest in the problems and activities of

associates.

A child with anti-social tendencies is given to bullying, frequent

quarreling, disobedience, destruction of property, and endeavors to get

his satisfactions in ways that are damaging or unfair to others.

A child with desirable family relations feels loved and well-treated at
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home, has a sense of security and self-respect in connection with the

various members of his family, and has parents who are neither too

strict nor too lenient.

A child with satisfactory school relations feels that his teachers like

him, enjoys being with other students, finds the school work adapted to

his level of interest and maturity, and feels that he counts for some-

thing in the life of the institution.

A child with good community relations mingles happily with his

neighbors, takes pride in community improvements, is tolerant in deal-

ing with strangers and foreigners, and is respectful of laws and regu-

lations pertaining to the general welfare.
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Hypotheses to be Tested

The general hypothesis of this study was that differently

oriented schools affect students' self-concepts in different ways; that

the more modern the school, the more positively developed would be the

self-concept. In order to investigate this assumed relationship, the

following null hypotheses were tested:

1. There will be no significant differences between the

self-concept mean scores for schools;

2. There will be no significant differences between the mean

scores for males and females; and

3. There will be no significant interaction effects between

schools and sex.

Upon rejection of the null hypothesis for schools, the

following hypotheses were tested:

4. Modern school students will score higher on the CTP

factor of Self-Reliance;

5. Modern school students will score higher on the CTP

factor of Sense of Personal Worth;

6. Modern school students will score higher on the CTP

factor of Sense of Personal Freedom;

7. Modern school students will score higher on the CTP

factor of (lack of) Feeling of Belonging;

8. Modern school students will score higher on the CTP

factor of (lack of) Withdrawing Tendencies;

9. Modern school students will score higher on the CTP

factor of Nervous Symptoms;
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10. Modern school students will score higher on the CTP factor

of Total Personal Adjustment;

11. Modern school students will score higher on the CTP factor

of Social Standards;

12. Modern school students will score higher on the CTP factor

of Social Skills;

13. Modern school students will score higher on the CTP factor

of (lack of) Anti-Social Tendencies;

14. Modern school students will score higher on the CTP factor

of Family Relations;

15. Modern school students will score higher on the CTP factor

of School Relations;

16. Modern school students will score higher on the CTP factor

of Community Relations;

17. Modern school students will score higher on the CSCS factor

of Total Social Adjustment;

18. Modern school students will score higher on the CSCS factor

of Behavior;

19. Modern school students will score higher on the CSCS factor

of Intellectual and School status;

20. Modern school students will score higher on the CSCS factor

of Physical Appearance and Attributes;

21. Modern school students will score higher on the CSCS factor

of (lack of) Anxiety;

22. Modern school students will score higher on the CSCS factor

of Popularity; and
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23. Modern school students will score higher on the CSCS factor

of Happiness and Satisfaction.
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Significance of the Study

Schools and the public go round and round chasing each others'

promises and demands. Through the years, the promises have often been

too extravagant and the demands too unrealistic. The result has been

that school performance has not kept pace with public expectations and

public criticism has outrun school capabilities. This has probably

been the shape of things since our colonial ancestors demanded that

schools lead the way to spiritual salvation--and the schoolmasters

promised they would.

In the early 1950s, schoolmen promised the "essentialist"

critics that schools would concentrate on the three Rs; they had just

promised others that the schools would deliver social and psychological

development. In 1957, when Russia launched her first sputnik, schools

were blamed for this country's technological and scientific failure and

the promise was quickly made to remedy that situation. However, in

spite of the cognitive uprising that offered new math and new science,

new methods and new media, within two or three years, schools were

again on the firing line because they were neglecting basic reading and

writing skills.

The criticism continued into the sixties with increasing

emphasis on academic inadequacies and failures. But there was also a

rising concern for the affective side of education. The sputnik scare

had forced many schools to drop their affective programming, and they

were now accused of being inhumane and insensitive to children's inner

needs. This, at least, was the position of many critical professionals

who looked more toward Maslow, Combs, and Rogers than Skinner,
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Thorndike, and Hansen. Some of the most lucid voices heard were from

Goodman (1964), Moustakas (1966), Holt (1967), Kozol (1967), Leonard

(1968), and Dennison (1969).

The present decade has seen an increase in the works of those

calling for more child-centered, potentially self-actualizing, humanis-

tic approaches to education. Borton (1970), Weinstein and Fantini

(1970), Jourard (1971), Holt (1972), Johnson (1972), Simon, Howe, and

Kirschenbaum (1972), Rubin (1973), Curwin and Fuhrmann (1975), Hawley

and Hawley (1975), Howe and Howe (1975), and Moustakas (1977), reviewed

in this study, are representative of this critical literature.

These critics, and a growing number of lay clients, have

recommended a change in the traditional academic, social, and cultural

goals of education. They are highly critical of traditional content

that concentrates on mastery of the three Rs and "logical" courses of

study with little relevance to children's needs and desires. They are

critical of traditional methodology and structure with its reliance on

psychoanalytic and behavioral psychologies, teachers who are the focal

point of classrooms where they dispense facts and knowledge in an auto-

cratic and dogmatic manner, tyrannous lesson plans, and static compe-

tencies that have little relationship to children's psychological

development.

Instead, they advocate putting tomorrow's concerns into today's

curricula (LaConte, 1975), preparing our youth for the inevitable

change of a world where change is the basic reality (Toffler, 1974),

developing sensitive, autonomous, rational, humane adults (C. Silber-

man, 1970), fostering creativity (Moustakas, 1977), and preparing

children for fully functioning, self-actualized adulthood (Combs, 1962;
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Kelley, 1962a; Maslow, 1962; Rogers, 1962, 1969).

To carry out their demands, there are new programs that

amalgamate cognitive and affective curricula (Brown, 1971, 1975;

Castillo, 1974), determined and developed by student-teacher interac-

tion, and based on a holistic approach to students' development. Their

demands call for a shift to humanistic classrooms where the child is

the focus of attention, guided by humane, authentic, self-actualizing

teachers whose primary concern is for their students; teachers who are

facilitators of learning and enhancers of self-concept.

Namachek (1971) noted that educators are becoming increasingly

aware of the fact that a person's self-concept is closely connected to

how he behaves and learns. This is the key to the present concern.

Each child has a self-concept that conditions both behavior and learn-

ing. With a healthy and positive self-concept, he can be expected to

behave and learn in a healthy and positive manner. With an unhealthy

and negative self-concept, he can be expected to behave and learn in an

unhealthy and negative manner.

Almost all children enter school eager to learn. Their

self-concepts, for better or worse, have been formed under the influence

of the home and are now in the hands of the school. It soon becomes

obvious that, in addition to the school's influence on the modification

and development of self-concept, there is a direct relationship between

a child's self - concept and academic success or failure. For example,

students who see themselves as non-readers approach reading expecting

to fail. They fall victim to a circular effect of expectation and

experience (Combs, Richards, and Richards, 1976)--an outright example

of the self-fulfilling prophecy. Combs also found that children spelled
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in a manner consistent with their beliefs about their spelling

abilities.

It is a two-way street. In one direction, the child's

self-concept is continually influenced by his school experiences. At

the same time, school experience is continually influenced by the

child's self-concept. Healthy and positive self-concepts lead to aca-

demic success as well as psychological equilibrium; academic failure

and unhealthy psychological experiences lead to unhealthy and negative

self-concepts.

A debate has emerged between traditional educators and modern

educators. The former emphasize cognitive development and behavioral

modification. The latter champion a "confluent" blending of the cogni-

tive and the affective (Weinstein & Fantini, 1970; Brown, 1971;

Castillo, 1974) as well as recognition of the need for a humanistic

basis for motivation and learning. The questions studied in this

report are concerned with the kind of schooling most likely to help

children acquire, reinforce, or enhance positive, healthy, and realis-

tic self-concepts. Research indicates that we can be engaged in no

more significant work than providing our children with that kind of

school. Testing whether the traditional or the modern school will pro-

vide the desired results is an educational imperative.
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Limitations of the Study

The following limitations are recognized in this study:

School Selection and Rating

School involvement in this study was on a volunteer basis and

less than half of the schools fp the cooperating district participated.

It is possible, therefore, that other schools may have scored higher

than the M (Modern) school or lower than the T (Traditional) school.

A greater spread of scores might have given more significance to the

ratings.

Comparing the M school of this study with the description of

the "modern" school in the narrative, one finds a great discrepency.

The highest scoring school did not score as high as other schools

known to the author and some of the "modern" criteria missing from our

M school. However, the M school clearly scored highest of all partici-

pating schools, exhibited many of the characteristics of a "modern"

school, and must be considered the most modern of the participating

schools.

School Philosophy Rating
Questionnaire (SPRQ)

The researcher continues to seek an instrument for identifying

schools along the traditional-modern continuum. The SPRQ is a new

instrument devised by the author and leaves much to be desired. It

may, however, become more useful after further refinement and valida-

tion. It has been used many times before with satisfying results.
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CHAPTER II. REVIEW OF RELATED LITERATURE

Early Development of Self Theory

"Know Thyself," said the Delphic oracle. The pronouncement has

also been attributed to Chilon, Solon, and Thales (Stevenson, 1956)

and Juvenal attributed it to Heaven itself (Benham, 1929). Regardless

of the dictum's origin, it is an indication of man's awareness and con-

cern for self through most, if not all, of recorded history. Socrates,

we know from Plato's Phaedo, decided to endure prison and death on the

decision not of the body or the mind but of the self--the "I" that was

Socrates.

The word "self" comes directly into modern English from Old

English "self" and "know thyself" appears all through our early litera-

ture particularly in the fourteenth and fifteenth centuries (Whiting &

Whiting, 1968). Samuel Johnson devoted two full pages of his Dictionary

(1775) to "self" noting that Shakespeare himself, as well as Dryden,

Raleigh, Bacon, Pope, and Milton used the word in various hyphenated

forms. Shakespeare wrote: In Macbeth, self-abuse and self-caparisoned;

in Midsummer Night's Dream, self-affairs; in Othello, self-charity; in

A Winter's Tale, self-born; in Richard II, self-affrighted; in King

Lear, self-metal and self-reproving; in Romeo and Juliet, self-willed;

in Henry V, self-love and self-neglecting; and in Richard III, self-

harming. In Hamlet, Shakespeare's concern for the self is evident in

Polonius' admonition to his son to be true to his own self and in

Hamlet's soliloquies which seem to whirl about with the wonderment of

knowing oneself.

Descartes (1644) analyzed the immediate experience of his own
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existence and, citing the obvious ability to think as evidence, stated

that the self must, therefore, exist. There is a striking similarity

between the Socratic self that is neither mind nor body and the Car-

tesian distinction between mind and body and the self which is the

possessor of the former two. The romanticists took a stronger view of

the self. Mead (1934) noted that to them the self was not simply an

associative experience but the most real think in the experience of the

moment. Where Descartes was assuring himself of his own existence,

the romanticist was assuring himself of the existence not only of the

self which thinks but also of that which it thinks about.

Hume (1888) observed that he was never aware of himself without

a particular perception or set of perceptions; "I never can catch my-

self at any time without a perception, and never can observe anything

but the perception (p. 252)." He concluded, therefore, that selves are

"bundles" or "collections" of perceptions and experiences, a fore-

shadowing of an approach to psychology developed more fully in the

twentieth century.

Mead (1944) analyzed the German philosophers J.G. Fichte,

F.W.J. von Schelling, and G.W.F. Hegel in terms of their contributions

to the development of late eighteenth and early nineteenth century self

thought. Fichte, Mead said, saw the self in terms of moral experience.

To him, our individual selves were merely expressions of an Absolute

Self. He thought of all men as part of an organization of selves, the

sum total of which was an infinite Absolute Self. Nature, to Fichte,

was simply the process of the self coming to consciousness of itself.

Schelling was concerned with the self from an aesthetic point of view,

seeing nature through the self's ideas. Using the artist's experience
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as an analogy, he described the artist viewing a landscape and finding

all the forms, colors, objects, and movements which then take a par-

ticular shape and arrangement in balance and order. But, he contended,

it was the mind of the artist that organized the landscape, becoming an

expression of the artist's own experience, an expression of himself.

Hegel, however, concerned with the experience of thought, criticized

Schelling for not accounting for the process by which the mind made the

identification and transformations.
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Freudians, Neo-Freudians, and Psychoanalysts

Sigmund Freud, Alfred Adler, and Carl Jung have been called

the first triumvirate of psychoanalysis. Psychoanalysis, a depth psy-

chology going beneath and beyond surface phenomena and accounting for

unconscious motivation, has had a monumental impact on self theory.

The Freudian term most closely approximating self-concept is

the construct of the ego (Dinkmeyer, 1965; Gale, 1969). Although

Freud's discussions of the ego showed a broadening understanding of

self in his later writings, his description of man as an aggressive

creature seeking to humiliate and pain his neighbor is far removed

from today's humanistic outlook.

Freud's descriptions of the Huns and Mongols under Genghis

Khan as the truthful view of man, was widely believed for many years,

and, indeed, finds adherents today.

Freud's theory of the ideal self was an early recognition of a

child's conception and awareness of its parents' values, standards,

and criticisms. Freud (1949) later called this system the super-ego.

Adler's disagreement with Freud's description of the super-ego

was one of the issues over which their relationship ruptured. Where

Freud saw the super-ego as only a third part of an individual's person-

ality, Adler considered the "self-ideal" (as he termed the construct)

the unifying principle of all personality.

Adler's close associates Heinz and Rowena Ansbacher (1959)

described Adler's views as "the antithesis of Freud's theory all along

the line (p. vi)." Disdainful of Freud's tendency to see people in

many parts and complexes, Adler (1957) wrote of an "individual
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psychology" that took a more holistic view of man. He sought to

understand behavior through the observation of a person's "style of

life," his term for Freud's ego psychology. Ansbacher (1971) empha-

sized that these references to life style encompassed a holistic view

in which all aspects of a person enter into his striving toward life's

goals.

Adler made reference to several concepts of singular importance

to modern self theory including the origins of the self-concept and the

theory of self-consistency. He introduced the idea of a "creative

self" as the integral aspect of personality which, in a healthy person,

is an organizing, directing function that reflects autonomy, flexibil-

ity, and freedom in the social world. In his theory of personality,

Adler also considered how one's physical self-concept influenced physi-

cal movement. He said that people's sensitivity to their bodies may be

seen in the way they use them to communicate. Describing the origins

of a child's style of life, Adler recognizpd that it was formed by the

child's perception of his environmental experiences and personal inter-

actions as opposed to the actual reality of these circumstances. This

is a further advance toward a perceptual psychology.

In a memorial to Abraham Maslow, Ansbacher (1971) wrote that

during the last years before his death, Maslow turned more and more

toward Adler's ideas. Adler, called a pragmatist by Ansbacher, was an

admirer of William James and John Dewey and was, in turn, admired by

one of the founders of humanistic psychology. The influence of Adler-

ian theory and concept on self theory is vast. In Adler one finds

pregnant ideas about the self-concept, holistic and perceptual psychol-

ogy, body language, and an incipient humanistic psychology.
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Jung was Freud's close associate until, as Goble (1971)

indicated, his enthusiasm for psychoanalysis began to wane and he-

parted company from Freud to found his own school of psychology.

Bugental (1967) noted that Jung rejected Freud's negative and animalis-

tic concepts of man. Instead, he developed a concept that Sutich and

Vich (1969) called "an acceptance of man's positive potentialities as

the main characteristic of his life processes (p. 3)."

Jung also disagreed with Freud's view of the self, seeing it as

more than the Freudian ego construct. Zurcher (1977) described the

Jungian view of the self as representing a balance of personality; a

centering between the positive functions of conscious and unconscious

experiences, a harmonious blending of all personality concepts such as

thinking, feeling, sensing, and intuiting.

Another contribution to the development of self theory is seen

in the essays on analytic psychology in which Jung (1956) discussed the

problems of self definition, self-realization, and self-concept. Goble

stated that Jung "believed in self-actualization and defined it as the

harmonious, balanced, mature personality (p. 117)." It should also be

noted that advocates of Jung (as well as Adler) were among the founders

of the American Association of Humanistic Psychology.

Neo-Freudians Karen Horney, Harry Stack Sullivan, and Erich

Fromm were among the earliest psychoanalysts to emphasize socio-cultur-

al forces in the development of human personality. One of Horney's

major contributions to self theory was her work on self-alienation in

which she listed various indicators of that negative construct. Among

the negative qualities of self-alienation are dishonesty about one's

self and one's life and a lack of spontaneous emotion, a critical
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variable for authenticity. Horney also described the "idealized image"

consisting of exalted attributes which the individual feels he has,

could have, or should have. Furthermore, Buhler (in Sutich & Vich,

1969) attributed to Horney the introduction into self literature the

concept of self-realization as life's main goal, a major contribution

to self theory and humanistic psychology.

Sullivan (1953) emphasized the influence of interpersonal

relationships on the development of self and on the acquired feelings

of anxiety in children. In his works on mothering, Sullivan noted

the powerful influence parents, but particularly mothers, have on the

child's development of a "self-system." The mother's feelings of self-

acceptance, self-confidence, and her loving acceptance build aninfant's

feelings of security. A mother's self-rejection, insecurity, and

anxiety fosters in the child similar feelings of insecurity and the

self-system becomes a defense against the anxiety thereby created.

Sullivan stressed that a parent's approval or disapproval can have a

significant and long lasting effect upon a child's self-approval or

self-image of rejection. The self, says Sullivan, comes into being

through the effort to cope with disapproval and to fight anxiety while

preserving the feelings of security, self-approval, and self-esteem.

The term "significant others" so important in self theory, is

also attributed to Sullivan (1947) in reference to parents. A child,

he observed, is not equally influenced by all the people with whom he

interacts. Self-evaluations are influenced primarily by the signifi-

cant others in his social world. The concept was later extended to

include those in addition to the parents who matter to the child, whose

opinions and actions, esteem and praise is valued, whose approval is
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sought, and whose disapproval is anxiously avoided.

From (1941) investigated the relationships between feelings of

worthlessness, a negative self-concept, and the unhealthy personality.

These feelings, he argued, may be derived from authoritarian family

structures where the child is considered an inferior member lacking in

dignity and value. He also was concerned with the importance of self-

love for human happiness. Gergen (1971) credited him with being one of

the first to observe the close connection between a person's self-

concepts and his feelings for others. From also noted that man's

task in life was "to give birth to himself, to become what he poten-

tially is."
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Behavioral Psychology

The dominant psychological force in the early decades of this

century was radical behaviorism and John B. Watson (1924, 1925) was its

leading spokesman. May (1953) called the Watson brand of behaviorism

an oversimplified psychology which denigrated a concern for self-know-

ledge in favor of simply "adjusting." Watson and his followers

insisted that only observable, directly measurable behavior was the

proper study of psychology and denied the self as a proper considera-

tion for psychologists. Myers (1969) noted that behaviorists severely

criticized self-knowledge and self-reporting. To them, the test of

what one desires, believes, loves, and hopes for is always how one

behaves. Self-awareness and self-reporting, they claimed, run the risk

of self-deception. One finds out about oneself by observing one's

behavior and never through self-testimony. Sutich and Vich (1969) saw

behaviorism's inadequate approach to positive human potentialities as

perhaps its greatest limitation. Carl Rogers (in Sutich & Vich)

commented more strongly:

Valuable as have been the contributions of behaviorism, I

believe that time will indicate the unfortunate effects of
the bounds it has tended to impose. To limit oneself to con-
sideration of externally observable behaviors, to rule out
consideration of the whole universe of inner meanings, of pur-
poses, of the inner flow of experiencing, seems to me to be
closing our eyes to great areas which confront us when we look
at the human world. Furthermore, to hold to the beliefs, which
seem to me to characterize many behaviorists, that science is
impersonal, that knowledge is an entity, that science somehow
carries itself forward without the subjective person of the
scientist being involved, is, I think, completely illusory

(p. 33).

Behaviorism's theoretical positions gradually changed from

Watson to Thorndike to Skinner. Thorndike's (1924, 1932) laws of
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learning are very much in evidence in our schools today. The law of

effect stipulated that a response producing pleasant effects tends to

be repeated. The law of exercise stated that the more frequently a

stimulus-response bond is exercised the stronger it becomes. The law

of readiness stated that when a stimulus-response bond is ready to act,

the effect is pleasurable. Schools have adopted these laws in their

use of the "4Rs"--repeat, recite, review, and reward.

Jourard (1974) observed that, through the influence of Skinner

(1948, 1953), behaviorism has enjoyed something of a renaissance. In

his extension of the stimulus-response theory to include operant behav-

ior, Skinner presented learning as an external event precisely control-

led. In this view, psychology is a means of predicting and controlling

human behavior and should be concerned only with overt behavior (Dink-

meyer, 1965). Skinner felt that the mechanism called self-concept was

unnecessary to understand human potentiality (Zurcher, 1977). Behavior-

ism was the key and the self was no more than a connected group of

dependent and independent variables.
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James to World War II

Late in the nineteenth century, philosopher-psychologist

William James devoted his lengthiest chapter of Principles of Psychol-

ogy (1890) to "The Consciousness of Self." James distinguished between

the concepts of the self as known and the self as knower. He differen-

tiated between the "I" (the self as knower which actually experiences,

perceives, feels, imagines, chooses, remembers, or plans) and the "Me"

(the self as known). The Me was divided into three parts: the mater-

ial Me; the social Me; and the spiritual Me. These were, however, not

separate phenomena. There was just one single phenomenon, the "stream

of consciousness." James also discussed the concepts of self-values

and self-opinion (which he recognized to be largely determined by what

others thought of the individual).

Apropos of the growing humanist movement, Zahorik and Brubaker

(1972) related this interesting note:

In 1903, Charles S. Peirce proposed to William James the term
humanism to describe the philosophic movement started by
James in 1900. James replied that it was too late to use
humanism in place of pragmatism although he realized the merits
of such a transition. We can therefore see that the terms
were nearly interchangeable and continue to be so to many
philosophers to this day (p. 10).

Among the early writers who described how the self developed

was the sociologist Charles Horton Cooley (1902) who gave us the con-

cept of the reflected or looking-glass self:

"Each to each a looking-glass reflects the other that doth
pass." As we see our face, figure, and dress in the glass, and
are interested in them because they are ours, and pleased or
otherwise with them according as they do or do not answer to
what we should like them to be; so in imagination we perceive
in another's mind some thought of our appearance, manners,
aims, deeds, character, friends, and so on, and are variously
affected by it (p. 184).
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Cooley described this self-concept as having three principle

elements: the imagination of one's appearance to the other person; the

imagination of that person's judgement of that appearance; and some

sort of self-feeling such as pride or mortification. He thus observed

that primary concern of self-concept theory: we do not see ourselves

as others see us but as we imagine they see us. Or, to paraphrase the

concept as Jersild, Telford, and Sawrey (1975) did, "My self-concept is

my idea of my neighbor's idea of me . . . a looking-glass self

(p. 171)."

Gale (1969) considered Cooley's description of a child's early

imitation, through vocal and facial expressions and gestures, of his

family and play groups "one of the most lucid descriptions of the ori-

gins of the self and the rise of self-consciousness (p. 254)." From

this kind of observation, a child's interpretation of what he perceived,

the looking-glass self is developed.

George Herbert Mead "took the seeds of James' (and) Cooley's

. . arguments to full bloom, and wrote of both the I (self as process)

and the Me (self as object) (Zurcher, 1977, p. 31)." Mead (1934) con-

sidered the I, representing the intuitive, creative self, and the Me,

the component conforming to the values, norms, statuses, and roles of

the social structure, as a single piece in a person. He concentrated,

however, on the Me, the social self of which James had written. Mead,

implicitly, and James, explicitly, described the individual as having

several selves which vary from one social interaction to another.

Webster and Sobieszek (1974) concluded that by extending this concept,

"it could be inferred that the individual's self-concept also changes

with changes in the social context (p. 12)." As Webster and Sobieszek
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observed, this step in self theory led to concepts of situational

determinants of various selves.

The placement of the self within a social context led Mead to

the development of his theory of the "generalized other." In Mind,

Self, and Society (1934), he developed his theory as follows:

. . . there are two general stages in the full development of
the self. At the first of these stages, the individual's self
is . . . an organization of the particular attitudes of other
individuals toward himself . . . But in the second stage . . .

that self is constituted . . . also by . . . the attitudes of
the generalized other or the social group as a whole . . .

(p. 69).

Mead's combination of philosophical, psychological, and

sociological perspectives was an important step in the development of

a holistic point of view.

Although Wylie (1961) and others (Combs, Richards, and

Richards, 1976) felt there was a decided decline in psychologists'

concerns for the self during the dominance of the behaviorists, several

outstanding works appeared in the years prior to the rise of humanistic

psychology. Mead, of course, is a case in point, as are the pioneer

personality theorists Lewin, Allport, and Goldstein.

One of Kurt Lewin's (1942) major contributions was in his

advocacy of field theory which included consideration of the self

among its many elements. His work on personality (1935) which recog-

nized the centrality of the self and its perceptions was particularly

important to early phenomenological constructs. Gordon Allport empha-

sized the importance of self in contemporary psychology throughout his

career (Purkey, 1970; Zurcher, 1977). Kurt Goldstein (1939) was one of

the first to consider the phenomena of self-actualization and the hol-

istic approach to the individual. He early on stated that an
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individual's one and only drive was for self-actualization. Maslow

(1970), also important in the development of self-actualization theory,

credited Goldstein with coining the term.
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Humanistic Psychology

By the end of World War II, the world was ready for a more

humanistic approach to psychology and education. Since the early for-

ties, there had been a noticeable increase in the publication of human-

ist literature. The works of Jung, Adler, Horney, Fromm, Goldstein,

and others had created an intellectual climate described by Sutich and

Vich (1969) as "favorable to the emergence of a more explicit and

clearly defined humanistic orientation in psychology (p. 3)." However,

psychoanalysis dominated psychiatric literature, behaviorism dominated

psychology, and a combination of the two dominated education. Sutich

described the manner in which pioneer humanists were ridiculed and

scorned or, at best, met with condescending tolerance by the estab-

lished behaviorists.

The papers and books that did appear in the forties and

fifties, however, were difficult, if not impossible, to deny. The pub-

lished works of Fromm (1941, 1947), Rogers (1942, 1951), Lecky (1945),

Combs and Snygg (1949), Jersild (1951, 1952, 1953), Tillich (1952),

May (1953), and, of course, Maslow (1954) and Allport (1955), while not

all specifically of the humanist movement, were at least person-

centered, value-oriented, and non-behavioristic.

In 1954, Maslow circulated literature to those interested in

"the scientific study of creativity, love, higher values, autonomy,

growth, self-actualization, basic need gratification, etc." which

Anthony Sutich (1969), co-originator with Maslow of the Journal of

Humanistic Psychology (1961), considered the first general outline of

humanistic psychology.
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In 1961, the American Association for Humanistic Psychology

organized, the Journal was published, and humanistic psychology was

"official." American was later dropped from the association's name to

become simply the Association for Humanistic Psychology (AHP). This

force grew and blossomed and the field of self theory blossomed with it.

In his introduction to Frank Goble's The Third Force (1970),

Maslow declared that humanistic psychology:

. . . is developing a new image of man (and) there is rapidly
developing a new image of society and all its institutions.
So, also, is there a new philosophy of science, of education,
(and) of religion (p. viii).

Maslow also described the spirit of the new age ushered in by

humanistic psychology as:

. . . a change of basic thinking along the total front of
man's endeavors, a potential change in every social insti-
tution, in every one of the "fields" of intellectual
endeavor . . . . (p. vii).

It is in this new spirit that one finds the symbiotic

relationship between humanism and self theory, between a new approach

to psychology and a "new" approach to education, both centering their

efforts on the growth and development of the adequate individual self.
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The Self

William James (1890) wrote that the attempt to grasp the full

meaning of the self is like trying to step on one's own shadow. All-

port (1965) agreed that the self is "elusive" and Hamachek (1971) noted

that there is no single, universally accepted definition of the self.

Just as one finds a variety of approaches to psychoanalysis, behavior-

ism, and humanism, there are many definitions of the construct of the

self. Lecky (1961) said that the ways in which self can be described

are practically limitless.

In In Search of Self, Jersild (1952) offered his view of the

self:

A person's self is the sum total of all he can call his. The

self includes, among other things, a system of ideas, atti-
tudes, values, and commitments. The self is a person's total
subjective environment; it is the distinctive center of exper-
ience and significance. The self constitutes a person's inner
world as distinguished from the outer world consisting of all
other people and things (p. 9).

Jersild's self is an internal, subjective, conscious part of

each of us:

The self is the individual known to the individual. It is

that to which we refer when we say I. It is the custodian
of awareness; it is the thing about a person which has
awareness and alertness, which notices what goes on (pp. 9-10).

Jersild's self has been described as a dual phenomenon. James

had identified the self as "knower" and "known." Jersild (1975) and

others (Gale, 1969) recognized that this distinction has since been

called "the individual-as-perceiver and as-self-perceived (p. 171)."

Bugental (1965), while ultimately convinced of a unity called "person,"

also distinguished between the self as doer and the self as object. He

and Gale identified the doing aspect of self as the "I" and the object
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aspect as the "Me."

Self and Perceptual Psychology/
Phenomenology

In the recent revision of her review of self studies, Wylie

(1974) referred to the phenomenal and non-phenomenal aspects of self.

Combs, however, in his 1976 revision of Perceptual Psychology, com-

mented:

In her review . . . Wylie . . . uses the word phenomenal to
refer to a continuum of clarity in a conscious field of
"direct awareness" and uses the word non-phenomenal to refer
to "attitudes, knowledge, motivations, and perceptions which
are hypothesized to be definitely unconscious . . ." (1974:9).

In perceptual psychology the conception of awareness is
broadened to encompass all those perceptions held by a given
individual at any level of differentiation (p. 37).

Perceptual Psychology, originally published in 1949, focused

upon a psychological development that has become a sound base for de-

fining self in terms acceptable to humanistic psychologists and educa-

tors and steps on the greater part of James' elusive shadow.

Perceptual Psychology is subtitled'A Humanistic Approach to

the Study of Persons. Originally published under the title Individual

Behavior: A New Frame of Reference for Psychology (1949) and co-

authored with Donald Snygg, it was revised ten years later with Combs

as senior author with the subtitle A Perceptual Approach to Behavior.

The point Combs and the others made here and elsewhere (Combs & Soper,

1957) that human beings live in a universe of ideas, values, societies,

and other people as well as the obvious physical world. Furthermore,

each person strives to maintain the "self of which he is aware, the

self he has come to consider his personality, that unique being known

as John Jones or Sally Smith (1975, p. 54)." This self is termed by
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Combs and others (Hilgard, 1949; I. Friedman, 1955; Lecky, 1961) as the

perceived or phenomenal self. This is the self to which people refer

when they say "I" or "Me."

Combs and others (Sullivan, 1947; Gale, 1969) have stated that

the individual self is formed from the reflected attitudes, judgements,

and actions of those with whom one interacts--as perceived by the

individual. This perceived reality may or may not be consistent with

another person's perception of reality but, nonetheless, is the basis

for the development of beliefs about oneself. These beliefs include

the physical and psychological view one has of oneself including feel-

ings, values, desires, and personal traits. They are, in addition, the

basic determining factors of one's behavior.

Phenomenological theorists like Kelley (1962a) and Combs (1962)

have noted that people select what they perceive. From the almost

limitless number of things and experiences in their environment, in-

dividuals choose to perceive that which is needed for their own psycho-

logical growth. Combs described a person's needs as having a focusing

effect upon perception. We perceive what we need to perceive. Fur-

thermore, adequate, healthy people have a rich and available percep-

tual field from which to be selective.

The Self-Concept

Wylie (1974) used phenomenal self interchangeably with

self-concept; Combs (1976) differentiated between the two. The dis-

tinction is basically that the self-concept is an organization synthe-

sized from the total perceptual field (the phenomenal self) of those

"perceptions about self which seem most vital to the person himself
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(Combs, p. 160). The self-concept is the very core of personality - -the

self at all times and in all situations.

Self-concept was first defined by Raimy (1948) in his doctoral

dissertation at Ohio State University. He said it was what a person

believes about himself based on his perceived experiences and that it

was the map consulted in order to understand oneself. Gale (1969)

referred to self-concept as the individual's "road map for living

(p. 32).

Wattenberg (1955), Jourard (1974), Webster, (1974), and Jersild

(1975) described self-concept as an individual's beliefs, ideas, and

attitudes about who and what he is, comprising all his unique traits

including strengths weaknesses, growth potential, and customary

behavior.

Combs (1969) and Dinkmeyer and Dreikurs (1963) described these

beliefs and convictions one holds about oneself as the product of per-

sonal perceptions throughout life. LaBenne (1969) called them a com-

mitment to life itself, in turn prescribing one's beliefs and then

again directing one's behavior.

Self-Concept and Development

At birth, there is no sense of self (Dinkmeyer, 1965; Johnson,

1970). Awareness comes as the child interacts with people and the

environment (Cooley, 1902; Mead, 1934; Jersild, 1952; Kelley, 1962a;

Coopersmith, 1967) and sometime during the first year the child dis-

covers himself (Bugental, 1965). He distinguishes between his self

and his not-self (Hamachek, 1971) and begins to recognize his own body

parts through which he attempts to control his environment (Gale, 1969).
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He differentiates between "I" and "you" and between "mine" and "yours"

and perceives how others act and react to him.

The child comes to know himself and respond to himself as he

perceives others responding to him (Mead) especially his mother or

mother figure (Sullivan, 1947). Sullivan theorized that from birth a

child is endlessly interacting with people who provide him with a con-

tinual flow of "reflected appraisals." These interactions are the

basis of the developing self-concept. They continue throughout his

life so that by the time a child leaves the influence of home, he has

developed the self-concept that makes him a unique individual.

Mussen, Conger, and Kagan (1969) and Hamachek (1975) found that

the preschool years are the most critical in the development of a

child's self-concept. Hamachek noted that it is the time of language

development, beginning social awareness and interaction, development of

understanding of sex roles, awareness of the existential choosing self,

and the person's role as a proactive being.

The preschool years should be the time of growing independence.

A child whose self-concept contains self - dependence will be easily rec-

ognized. He takes the initiative in his interactions, working through

problems by himself, finishing things once they are started, and trying

to do routine tasks by himself. Dependent children are:

. . . clinging, fearful children who seem too timid and
passive to do anything assertive . . . (and are observed)

seeking help, seeking physical contact, seeking attention
and recognition, and hanging around one or both parents
(Hamachek, 1975, p. 113).

These behavior patterns are activated bya child's self-concepts

developed through his interactions with the significant people in his

childhood--most likely the mother, father, and siblings. Hamachek
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concluded that research indicated that homes of dependent children

contain a high rate of "babying." He further concluded that:

Indulgent home conditions do not provide an opportunity for
the growing, expanding preschooler to test his abilities.
In the absence of being able to test his abilities, the
child more often than not grows increasingly uncertain of
his adequacy and effectiveness in the world at large.
Indulgence and overprotectiveness, in effect, produce illu-
sions of grandeur and omnipotence but do not permit these
illusions to be tested in the broader and more objective
arenas of performance. The parent or preschool teacher who
overplays his or her inclinations to be the protecting and
encompassing adult runs the heavy risk of encasing the
child in a cocoon-like shell that severely limits his oppor-
tunities for discovering new strengths and developing new
skills (p. 113).

Elsewhere, Hamachek (1971) noted that a child's personality is

rooted and nourished within the family unit. It is there he feels

loved or unloved, wanted or unwanted, capable or incapable, worthy or

unworthy. Each of these attitudes and feelings becomes a part of the

child's self-concept which in turn motivates and guides his life. How

he is raised and the kinds of interactions he perceives within the

family unit determines how he feels about himself and others.

A fairly reliable indicator of the kind of self-concept (high

self-esteem, low self-esteem) a child may develop is the pattern of his

parents' characteristics. Mussen (1968) reported that, in general,

children with high self-esteem (healthy, positive self-concepts) have

parents who also have high self-esteem and tended to be:

. . . marked by greater compatibility and ease, with clearer
definitions of each parent's areas of authority and
responsibility. While these parents tended to have high
expectations of their children, they also provided sound
models for them and gave their children consistent encour-
agement and support (p. 490).

Mussen also noted that mothers of high-esteem children were

more accepting and more demonstrative of their acceptance through
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specific, everyday manifestations of concern, affection, and close

rapport.

Dinkmeyer (1965) found that children were also affected by

their parents' relationship to each other and, if siblings were exis-

tent, to family position (Dinkmeyer, 1971). Factors such as status of

being oldest, middle, or youngest, or being an only child could affect

behavior. Differences in ages between siblings and the sex of children

were found to be significant factors. Dinkmeyer also found parental

love and consistency of discipline to be important and noted, as did

Hamachek, that overprotectiveness brought about an unhealthy develop-

ment in the child.

The importance of the influence of home and family on a child's

self-concepts cannot be overemphasized. The developing child is

exposed to three broad sets of experiences: the home, the school, and

the community. The home is where the child's experiences are first

absorbed into self-concepts of values, feelings of adequacy, and feel-

ings of security. It is here that the child first assigns meaning to

the roles of himself and other human beings. Overstreet (in Dinkmeyer,

1965) described the home as the first institution to have an opportun-

ity to make an impression on the child. This is the primary, if not

the sole, environment for so long that the kind of life existing with-

in the home is internalized and becomes an inextricable part of the

self before the rest of the world has any modifying opportunities.
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Adequacy, Full Functioning, and Self-Actualization

Combs and Snygg introduced the concept of the adequate person

in the first edition of Individual Behavior (1949) and it has become a

cornerstone of perceptual psychology and a key to understanding self

theory, motivation, behavior, and learning. The thousands of percep-

tions that each individual has of himself, the perceptual field of the

"I" and the "Me," are what we term the self-concept. The maintenance

and enhancement, "two different words, but both relate to exactly the

same function (Combs, 1976, p. 57)," of the self is the basic motiva-

tion of all people. Only that which is perceived as necessary to the

growth of the self-concept will be deemed relevant to an individual,

therefore perceived, and therefore open to learning. The ultimate

function of the process is the production of a more adequate self.

What are the characteristics of an adequate person? Combs

(1976) described such a person as having efficient perception:

The person who is able to behave from a phenomenal field open
to more data has a great advantage. He is able to play a
better game because he holds more and better cards. With

more data available, adequate personalities are able to pene-
trate more directly and sharply to the heart of problems.
They often possess an uncanny ability to place their finger
on the core of issues and are thus able to deal with matters
more precisely and appropriately. It will be recognized that
this is basically what we mean by "intelligent" behavior
(pp. 271-272).

The person with broader perspectives has a wider choice of

actions, can deal with matters more objectively and leisurely, and is

likely to make fewer mistakes. The adequate person has levels of

aspiration that are realistic and attainable, feels secure within him-

self, and can take risks and give of himself with courage and convic

tion.
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The adequate person is spontaneous and creative. He can launch

into new and different areas of experience, can take chances, can ex-

periment, and can extend himself to the limit. He is creatively able

to break with tradition and orthodoxy and capable of seeing relation-

ships not seen by others. He is autonomous and free to deal with

events straightforwardly.

The adequate personality discovers over a period of time that
his feelings, attitudes, beliefs, and understandings are more
often than not effective and efficient guides to behaving.
He comes increasingly to rely upon his perceptions of self
and the world about him. (He) finds he can immerse himself
in events, confident of his ability to assimilate, accommo-
date, and grow with interaction (Combs, 1976, p. 274).

Combs cautioned that although one has several concepts of the

self, adequacy is not simply a quantitative function but a qualitative

one. It is "a function of the importance of the concepts of self

(p. 259)." Patterson (1973) summarized the relationship between

adequacy and the self-concept:

In the first edition of their book in 1949 Snygg and Combs
put forth the concept that human beings are motivated by
one basic striving, the maintenance and enhancement of the
self. Man seeks to develop an adequate self. The adequate
person perceives himself in positive ways: he has a posi-
tive self-concept, he accepts himself (p. 23).

Rogers "developed the concept of the fully functioning person

to describe the results of this striving . . . to actualize, maintain

and enhance the experiencing organism (Patterson, 1973, p. 24)." From

his background in psychotherapy, Rogers (1962) formed a picture of

"the optimum human being" that is his "perception of what human beings

appear to be striving for, when they feel free to choose their own

direction (p. 21)." In On Becoming A Person, Rogers (1961) described

the process of functioning more fully:
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It appears that the person who is psychologically free moves
in the direction of becoming a more fully functioning person.
He is able to live fully in and with each and all of his
feelings and reactions. He makes increasing use of all his
organic equipment to sense, as accurately as possible, the
existential situation within and without. He makes use of
all of the information his nervous system can thus supply,
using it in awareness, but recognizing that his total
organism to function freely in all its complexity in select-
ing, from the multitude of possibilities, that behavior
which in this moment of time will be most generally and gen-
uinely satisfying. He is more able to experience all of his
feelings, and is less afraid of any of his feelings . . . he

is completely engaged in the process of being and becoming
himself, and thus discovers that he is soundly and realis-
tically social; . . . and because of the awareness of himself
which flows freely in and through his experience, he is
becoming a more fully functioning person (pp. 191-192).

Earl Kelley's (1962a) description of the fully functioning

person is very much like a synthesis of Combs and Rogers. He particu-

larly stressed that the fully functioning person thinks well of him-

self and others and recognizes that each is indeed his brother's

keeper. The fully functioning person is an optimist, active, mobile,

and relating himself to others and to his tomorrows. His optimism

gives him hope for improvement which enhances and enriches the self.

He is a creative being maintaining human nonmaterialistic values he has

developed and, therefore, has no need for supterfuge or deceit. Kelley

also recognized that there is value in mistakes:

The fully functioning personality, having accepted the ongoing
nature of life and the dynamic of change, sees the value of
mistakes. He knows he will be treading new paths at all times,
and that, therefore, he cannot always be right. (He) will not
only see that mistakes are inevitable in constantly breaking
new ground, but will come to realize that these unprofitable
paths show the way to better ones (p. 19).

"Abraham Maslow has perhaps studied the nature of

self-actualization to a greater extent than any one else (Patterson,

1973, p. 25)." Maslow (1954) described man's driving force as the
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desire to enhance his self within his phenomenal field. He called this

process self-actualization and developed a theory of motivation based

on a heirarchy of needs that placed self-actualization at the top.

Over the years, his ideas about self-actualization have changed only

slightly. Early on, he described the self-actualized person as one who

made full use of his talents, capacities, and potentialities. Such a

person, he said, seemed to be fulfilling himself and exercising the

best of his capabilities. He was, in fact, the best possible specimen

of the human species. Goble (1970) noted that "the actualization pro-

cess means the development or discovery of the true self and the

development of existing or latent potential (p. 24-25).

Maslow (1962) also made these comments about the

self-actualized person:

Some psychologists speak simply in terms of one overarching
goal or end, or tendency of human development, considering
all immature growth phenomena to be only steps along the path
to self-actualization (p. 36).

There are also "controls" . . . which are necessary as
capacities are actualized and as higher forms of expression
are sought for, e.g., acquisition of skills by the artist, the
intellectual, the athlete. But these controls are eventually
transcended and become aspects of spontaneity, as they become
self (p. 38).

At the level of self-actualizing many dichotomies become
resolved . . . (and) there is a strong tendency for selfish-
ness and unselfishness to fuse into a higher, superordinate
unity. Work tends to be the same as play; vocation and avoca-
tion become the same thing. When duty is pleasant and plea-
sure is fulfillment of duty, then they lose their separateness
and oppositeness (p. 43).

. . a society or a culture can be either growth-fostering or
growth-inhibiting. The sources of growth and of humanness are
essentially within the human person and are not created or
invented by society . . . . The "better" culture gratifies
all basic human needs and permits self-actualization. The
"poorer" cultures do not. The same is true for education.
To the extent that it fosters growth toward self-actualization,
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it is "good" education (p. 46).

As Maslow indicated, his, Rogers', and Combs' theories have

"one overarching goal or end, or tendency of human development." They

are similar enough so that they often use each other's terms inter-

changeably. In addition, each has concluded that man's basic motiva-

tion is the fulfillment of these goals, the achievement of these ends.

Thirdly, they have all indicated that it is through the phenomenal self,

through the development of positive self-concepts that one arrives at

the ultimate condition. And finally, they have all stated that the

basic purpose of education is to foster the growth of the self-concept

toward adequacy, full functioning, and self-actualization.
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Self-Concept and School

The unique individual entering school at about age six is a

product of the first major influence on his life; the home unit con-

sisting of the significant others he has known from birth (Hamachek,

1971). The child's self-concept is fully operational, for better or

worse, and will be maintained, modified, enhanced, or marred by the

next major influence--the school system.

The school system consists of the environment, the curriculum,

and the people with whom the student interacts. The people are the

most significant for the growth of the child as he progresses toward

self-actualization. Their interactions with him will be perceived and

internalized more slowly than were those of the family unit but the

effects will be as meaningful--for better or worse. "Good" experiences

will enhance the child's self-concepts and facilitate his growth toward

self-actualization and "bad" experiences will mar his self-concept and

inhibit growth toward self-actualization.

Perceiving and Behavior

In school, as elsewhere, student behavior is the product of the

student's perceptions (Combs, 1962; Hamachek, 1975). The more person-

ally significant the perception, the more it will affect behavior. The

perception, however, is quite selective (Kelley, 1962) and the child

chooses that which he admits to his perceptual field and which affects

his self.

How the student "behaves at any given moment is a direct

expression of the way things seem to him at that moment (Combs, 1962,
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p. 67)." It is likewise true of learning (Combs &Snygg, 1959). What

the student learns is "a product of what is going on in his unique and

personal field of awareness (Combs, 1962, pp. 67-68)." The student is

thus exposed to experiences which he chooses to allow entry to his per-

ceptual field; the choices are made under the influence of the self-

concept acquired from birth; his behavior will be a reflection of these

perceptions; his learning will be a reflection of these perceptions;

and his experiences, his perceptions, his behavior, and his learning

are all part of the dynamics of growing toward self-actualization and

are unique to the individual child.

Consistency, Maintenance, and Enhancement

People tend to behave in a manner consistent with their

self-concepts. Lecky (1945) considered self-consistency of such great

importance that he deemed it the one basic need of the Kuman organism.

The self-concept must be stable and holistically integrated in order to

achieve self-actualization and, in organizing itself, must have a high

degree of internal consistency (Combs & Snygg, 1949; Hilgard, 1949;

Taylor, 1953; Balester, 1956). Combs (1976) observed that "the search

for adequacy, then, must necessarily involve a person in a search for

self-consistency as well (p. 163)."

The consistency of the self-concept is also characterized by

its resistance to change (Balester; Kagan & Moss, 1962; Bloom, 1964).

Combs (1976) noted that the phenomenal self is one's fundamental frame

of reference and anchor to reality. Even a negative or fallaciousself-

image will likely be stable and resistant to change (Hamachek, 1971;

Murphy, 1976). Combs indicated that:
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A rapidly changing self would not provide the kind of stable
frame of reference a person needs in order to deal with life
effectively and efficiently.

It is interesting that even a phenomenal self in which a
person regards himself as very inadequate or inept will often
be strongly defended. Anyone who has ever attempted to re-
build a child's feeling of competence once he has developed
a concept of himself as incompetent and inadequate can testi-
fy to the difficulty of bringing about such changes (p. 164).

Behavior and Learning

A student's drive to maintain his self-concept explains a great

deal about his behavior and 'learning problems.' Hamachek (1971)

described the process:

There is increasing evidence to indicate that low achievement
in basic school subjects, as well as the misguided motivation
and lack of academic involvement so characteristic of the
underachiever, the dropout, and the chronic failure may be
due at least in part to negative perceptions of the self.

We are beginning to understand that how a student performs in
school depends not only on how bright he actually is, but
also on how bright he feels he is (p. 536).

The function of the self-concept in relation to behavior and

learning has been well documented (Deutsch, in Ostrovsky, 1974; Gale,

1969; Hamachek, 1971; Jersild, 1952; Lecky, 1945; Purkey, 1970). Hama-

chek's description of the relationship and process is representative of

the theory and research findings:

. . . each person, whether conscious of it or not, carries
about with him a mental blueprint or picture of himself.
It may be vague and ill-defined, but it is there, complete
down to the last detail. The blueprint is composed of a
system of interrelated ideas, attitudes, values and commit-
ments which are influenced by our past experiences, our
successes and failures, our humiliations, our triumphs, and
the way other people reacted to us, especially during our
formative years. Eventually, each person arrives at a more
or less stable framework of beliefs about himself and pro-
ceeds to live in as consistent a manner as possible within
that framework. In short, an individual "acts like" the
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sort of person he conceives himself to be. The boy, for
example, who conceives himself to be a "failure-type stu-
dent" can find all sorts of excuses to avoid studying,
doing homework, or participating in class. Frequently,
he ends up with the low grade he predicted he would get in
the first place. His report card bears him out. Now he
has "proof" that he's less able (p. 175)!

Success and Failure

School failures confirm negative and may modify otherwise

positive self-concepts. A student, for example, who has internalized

a belief that he cannot understand science will either avoid taking

science courses or will "psych" himself out of a successful experience

through tension and the threat he feels from his negative image (Gale,

1969); he becomes the victim of his own self-fulfilling prophecy

(Snygg & Combs, 1949; Bernard & Huckins, 1974). The failure confirms

what his self-concept had already indicated.

In a study of the use of Individually Prescribed Instruction

(IPI), Myers (1971) found that failure not only discourages a person's

efforts but often leads to a definite dislike for what must be done.

Adler (in Ansbacher, 1959) commented on the relationship between self-

concept and academic achievement and Hamachek (1971) observed that

psychologists are "becoming increasingly aware of the fact that a per-

son's . . . self-concept is closely connected to how he behaves and

learns (p. 1974)." Brookover, Thomas, and Patterson (1964) reported

that their research confirmed the relationship.

The "chicken and egg" question of whether a self-concept of

high ability precedes achievement or achievement results in high

ability concepts led Hamachek (1975) to conclude that they are mutually

reinforcing, a positive change in one facilitating a positive change in
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the other. He also indicated that:

We have to understand that the possession of a high,
positive self-concept does not cause high academic
achievement. It appears to be a necessary and vital
personal quality for one to have prior to achievement,
but it is no guarantee that high achievement will
naturally follow (p. 561).

Confidence in one' s academic ability, it would appear, is a

necessary but not sufficient factor in determining school success. Purkey's

(1970) review of several studies led him to concur that "the successful stu-

dent is one who is likely to see himself in essentially positive ways (p.18)."

Academic Areas

Zimmerman and Al lebrand (1965) administered the California Test

of Personality (CTP) to urban fourth and fifth grade students and found

that those with low scores on sense of personal worth, freedom, stabil-

ity, and adequacy also evidenced poor reading ability. Hamachek (1975)

reported on the Wattenberg and Clifford study of 128 kindergarten

children that found that "measures of self-concept and ego-strength

. . . were more predictive of reading achievement . . . than were mea-

sures of intelligence (p. 557)." Gale (1969) and Dennerl I (1971) indi-

cated that the development of reading skills depends to some extent

upon positive self-perceptions. Dinkmeyer and Dreikurs (1963) summed

up the mutually beneficial relationship between reading and successful

experiences in their work on the encouragement process.

What has been found true for reading has been found true for other

subjects as well. Schneider (1969) concluded from his study of ninth grade

boys that the relationship between self-concept of ability and achievement

in science, social science, and math was positive and significant.
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Modern Schools versus Traditional Schools

When the Russians launched sputnik I in 1957, Americans plunged

themselves into a race for space and a critical look at the American

educational system to see why we were losing. Martin Mayer's (1961)

30 month study of post-sputnik schools begins:

This book deals almost entirely with that part of the
education of children which occurs inside schools at the
ages when the police power of the state compels children
to go to school (p. xii).

This coercive aspect of schools, which Mayer called "one of the

most remarkable modern restrictions on individual freedom (p. 31)," was

also reflected by C. Silberman (1970):

There is, to begin with, the element of compulsion, the fact
that children are in school involuntarily . . . even when
attendance is not legally required, the decision to attend
school . . . generally is made not by the child but by the
parents . . . what matters to him is that he must be in
school whether he wants to or not . . . (p.

M. Silberman (1971) described a similar attitude in this way:

School feels like this to children: it is a place where they
make you go and where they tell you to do things and where
they try to make your life unpleasant if you don't do them or
don't do them right (p. 202).

Goodman (1964) and Leonard (1968) proposed that compulsory

education be eliminated from our society altogether. The attitude of

modern schools toward compulsory education and attendance is to avoid

the self-denigration engendered by the practices of the traditional

schools. Perhaps the best known radical approach to free attendance

comes from England where Neill's (1960) children attend or not attend

classes at Summerhill as they wish.

C. Silberman (1970) indicated that attendance really takes care

of itself without the ill effects on students' self-concepts or desire
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to participate when school is perceived as relevant. Reporting on the

informal New School experiment in North Dakota, Silberman described the

children's improved attendance credited to a new found enthusiasm. He

also described the program of self-concept improvement initiated by

Dr. Hughes of the University of Arizona who reasoned that:

If Mexican-Americans or other slum children are to succeed,
the school experience must help them to develop a positive
attitude toward themselves; they have to see themselves as
people of worth, capable of dealing with their environment
(p. 312).

The Hughes classroom is a model of the humanistic approach with

its concern for heightened self-esteem and the results are evidenced by

the fact that children attend because they want to be there.

C. Silberman had said that the child must be in school "whether

he wants to or not (1970, p. 121)." In addition, "whether he wants to

or not," the child must become a member of a group not of his own

choosing. "School is a collective experience . . . . This is crucial

for the child: being in school means being in a crowd (p. 121)." As

M. Silberman (1971) indicated, in most schools crowding 30 children

into a space smaller than most families enjoy in a full house means

that students have insufficient room to stretch their growing limbs,

walk around, or spread out their possessions. In traditional schools,

this simply means no movement--everyone stays put. The most contro-

versial aspect of classroom crowds is that of grouping, or streaming,

or tracking. Traditional schools have been caught in the merry-go-

round of grouping when society approves and not grouping when it tem-

porarily falls from favor. Children are usually, in traditional

schools, grouped according to such criteria as IQ test scores, reading

scores, handicaps, and racial considerations. One staunch supporter of
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the concept of grouping is Carl Hansen of the Amidon School. Hansen

(1962) grouped students in reading classes for the bright, the average,

and the slow, the retarded and the very advanced.

As the debate continues, care is taken to hide the labels from

the children. They are called Bluebirds or Beavers, Rangers or Rough

Riders but, as Mayer observed:

It is easy to argue that because these kids are dumb they are
insensitive or incapable of feeling bored, but the look of
resentment on their faces indicates that they know what is
happening to them and do not like it (p. 326).

Modern schools have a variety of alternatives to homogeneous

grouping. Nongraded and continuous progress systems have been designed

to allow a child to achieve a satisfactory identification with his

peers in spite of differences in their learning speeds. Time is made

the variable while the amount of learning is held constant allowing the

child to work at his own individual pace, satisfying his unique needs

with success rather than deflating his self-concepts by failing to keep

up with the others (Bloom, 1964; Block, 1971; Bernard & Huckins, 1974).

Adler (in Ansbacher & Ansbacher, 1959) warned of the dangers of putting

psychologically unprepared children into "backward" classes. Modern

schools have taken his advice to use tutors and games and other "peer-

cooperative" activities to help each child along. Adler called this a

way to "get a training in courage instead of a training in discourage-

ment which is what they derive from classes for backward children

(p. 403)." Postman and Weingartner (1973), concerned about the effects

of labeling those grouped into "slow" classes, warned that students

ultimately come to accept the various denigrating labels and interna-

lize the schools' judgement of them. This is, of course, terribly
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destructive of their self-concepts.

From another view of the educational system, Adams and Garrett,

Jr. (1969) commented on the benefits to be derived by the teachers

themselves who do not group. A class with diverse abilities challenges

the teacher to work effectively with a variety of students having a

broad spectrum of interests and needs. The teacher is then more likely

to meet the creative challenge of several students' unique selves each

day.

The physical environment, the classroom, in which the child

spends most of his "five to six hours a day, five days a week, thirty

to forty weeks a year, for twelve or more years (Silberman, p. 121),"

can be highly flexible. Almost without exception, schools now have

available moveable child-sized furnishings. Traditional schools, how-

ever, tend to maintain an "orderly" and formal setting. In Hansen's

Amidon School students sit in assigned chairs in designated arrange-

ments. Everything is orderly, especially seating arrangements.

According to Hansen, the desk is a place to keep books and papers "in

good order." The desk storage shelf "should be orderly." The teacher's

desk and other furniture should be "used in an orderly but productive

manner." In other traditional schools similar environments prevail

(Adams & Garrett, Jr.).

Eisner (in Rubin, 1973) noted that students object to schools

that are "impersonal, bureaucratic, and unresponsive to them as people

(p. 205)." Rubin (1973) commented that even "while order and organiza-

tion are essential, it is not necessary that the child's spirit be

maligned or that his creativity be quelled, or that he be kept captive in a

joyless environment (p. 19)." Modern schools ask little more than that.
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Class management at Amidon is also orderly. It is rigid and

formal as are most traditional schoolrooms. The teacher is a "mechan-

ic, a housekeeper, and an administrator." The teacher begins each day

with carefully laid out plans. Pupils are assigned textbooks and are

provided with paper, notebooks, and writing equipment. Routines are

established early for the proper use of standard headings and margins

and for the selection of either pencil or ink so that they become ha-

bitual. Except under pressures of the need for special help, the

whole class is taught at the same time. Movement in class is according

to predetermined rules and "self-directed pupil activity is not accept-

able unless prepared for and under adult control (Hansen, 1962,p. 60)."

Strict time scheduling is important in traditional schools in

order to maintain the control teachers and administrators feel they

need. At Amidon, for example:

The time schedule which has been prescribed . . . provides for
specified periods of instruction in the basic subjects. This
assures direct attention to the content and is designed to
place subjects in order of importance, so that the more essen-
tial ones are given the more favorable times of the instruc-
tional day (p. 163).

While admitting to the need for flexibility "when carefully

justified by circumstances (p. 163)," Hansen prescribed that changes in

schedule are to be infrequent.

Modern schools consider rigid, formally patterned habitual

class management to be dehumanizing. Aside from the danger of classi-

fying a child's favorite or "most successful" class as insignificant,

selecting favorable times of day for the "important" subjects, and

conditioning children to be habituated into another's routine, the

traditional routinization becomes an end in itself and stifles
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creativity in both the teacher and the students. It is not a vehicle

for the development of a child's potential as a scholar nor as a self-

actualized human being.

The traditional insistence on time schedules and the orderly

flow of subject matter too often loses sight of the teachable moment.

C. Silberman and others have reported on the nonsense of the aftermath

of the Kennedy assassination:

All over the United States . . teachers reported the same
complaint: "I can't get the children to concentrate on their
work; all they want to do is talk about the assassination."
The idea that the children might learn more from discussing
President Kennedy's assassination . . . simply didn't occur
to these teachers. It wasn't in that week's lesson plans
(p. 124).

Another aspect of the routine is illustrated by this anecdote,

again from C. Silberman:

A fifth grade teacher is conducting a mathematics class . . .

a few students grasp the concept instantly . . . most struggle
to understand. Just as they are beginning to catch on . . .

the lesson ends . . . the time schedule on the board indicates
that math ends and social studies begins at 10:40, and it is
now 10:37; the teacher tells the children to put away the math
worksheets and take out their social studies texts. Some of
the children protest; they're intrigued with the patterns they
are discovering, and another five or ten minutes would enable
them to consolidate what they have only begun to grasp. No

matter; the timetable rules (p. 124).

Hansen insisted that:

Loose, disjointed pupil activity is questionable as a part of
any school-supervised program in the classroom, corridor,
assembly room, lunchroom, or playground (p. 60).

How would he react to these two British schools described by

Gardner (1948):

A modern school: when you enter, you find the hall full of
children. You will hear busy, interested children's voices.
There are the children--building, hammering, sliding, wash-
ing; you will have to search for the teacher--she will at
first be scarcely visible among her class of forty or more.
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When you discover her, perhaps she is holding John's nail
while he bangs, because everyone else is busy and he can-
not quite manage on his own; and at the same time, she is
turning round to call, 'Mary, that doll does look comfort-
able, you have made that bed well--everything in the right
place'; 'Yes, Ian, the screws are in my cupboard, bottom
shelf'; and so on and so forth.

Besides this set of children using the hall, there will be
others passing through on all sorts of errands to do with
their own affairs. These will be walking, dawdling, run-
ning, skipping, according to temperament, but all quite
clear about where they are going and why.

You may meet in the corridors a whole class going out to
play with brightly colored balls, ropes, hoops, etc. . . .

walking along easily, in twos and threes, chattering.

If you look through . . . the open doors of the classrooms,
you will see the children standing before easels or sitting
on the floor painting on large papers with fat brushes,
putting dolls to bed, scrubbing tables, polishing handles,
moulding clay, making sand-pies, measuring water, hammering
wood, serving in shops, sewing stage clothes, building
bricks, doing sums, reading to themselves, to each other,
or the teacher, writing letters to invite the children in
the next class to a play performance, or occupied in simi-
lar pursuits.

A child may be folding up, in order to take home, a very
attractive drawing, while one not nearly as good is being
pinned on the wall by the teacher as the painter looks on
proudly. Another may be writing very carefully and not
very tidily the word 'buttercup', which she will then put
before a jar so that all may know and recognize the con-
tents, while he sets about finding how to spell and write
'daisy'; whereas a really beautifully written, 'Dear Allan,
our rabbit has had some babies. What shall we feed them
on?' goes into the recipient's pocket and is never seen
again.

Some of the children sit still some of the time, some sit
still none of the time, none sit still most of the time.
This recognized right to move about freely means that
space is needed; so in these classrooms there is nothing
except the things the children need and use, whilst tables
and chairs are moved without fuss as and when required.

A traditional school: The very first thing you notice,
when you go into the hall, is the quiet; no talking,
laughing, shouting; at most, a chant from a whole class,
reciting a poem or a table. The second thing is the
absence of children. Where are they? If there are any
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in the hall, and there well may not be . . . they will be in
one group, doing the same thing, and the teacher will be in
front of them, striving by word, action, and suggestion, with
a very high degree of skill and energy, to influence the
forty children before her in the direction she thinks desirable.

Through this hall there will be no stream of purposeful
children, but at most an occasional one or two, very prob-
ably on some errand for their teacher.

If you meet a class going out, the children will probably have
the same attractive-looking apparatus, but they will certainly
be in a straight line, and very probably not talking.

As you look through the windows of the classrooms your first
impression cannot fail to be of "desks" (. . . though they
may in fact be tables), then of a teacher, and finally of
children in the desks. There they will be, children of all
ranges of intelligence and temperament, doing sums, or paint-
ing, or plasticene or paper-cutting; doing several rather
interesting kinds of things, but the members of each class
doing the same thing at the same time. The children hardly
ever exchange ideas with each other as they work, since in
such schools creative thinking is not as important as acquir-
ing skills, such as neat cutting-out, good writing, etc.
Talking whilst practicing these skills would waste time. It

is, therefore, not approved and often, for long periods, is
not allowed.

As you pass you will see many lessons given which from the
technical point of view are excellent. Many attractive
materials will be used. You will not be able to doubt that
the teachers are efficient and well-disposed towards the
children. But look at the groups of children and see if
there is one class, whatever its activity, in which every
child is interested and using his powers for that activity
to his fullest extent!

You will find . . . that the best work always comes from the
same relatively small set of children; and you will notice
that the drawing, writing, and sums put up on the wall are
all 'best' work.

In one class a boy will move from his place. This will be
very obvious in a room where everyone else is sitting, so
comment and inquiry will be made, and unless the child's
reason is very good the move will certainly be disapproved.
This is not on the part of the teacher, but a per-
fectly consistent outcome of the accepted theory. Where
skills are directly imparted from teacher to pupil it is
necessary that the pupil be under the constant and immediate
control of the teacher.
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You will notice a considerable amount of fidgeting. At

regular intervals . . . the need for the children to move
is recognized by periods for physical training and dancing.
But the very large majority of the children's time . . .

is spent sitting down (pp. 7-10).

These descriptions were written more than thirty-five years ago

by a friend and colleague of D.E.M. Gardner and are included in her

report of the British Infant Schools. Gardner compared the differing

philosophies that guide these schools by noting that the traditional

school believes that the child is a helpless being in need of our di-

rection if he is to learn the skills which will fit him to take his

place in our complex society. Modern schools are as ready to help

children acquire knowledge and skills, but as their awakening curiosity

and desires lead them to feel the need. The traditional teacher con-

siders her first duty is to maintain order so that pupils will be in a

suitable condition to receive instruction. The modern teacher fosters

childrens' play as the spontaneous and personal channel through which

the child learns social relationships. Gardner lists others who have

advocated spontaneous play's value in education: Plato, Locke,

Rousseau, Pestalozzi, and Froebel. The traditional teacher feels it is

her duty to mould the child as she believes to be most desirable for

his future welfare. The modern teacher believes the child has within

himself the seeds of future greatness and that the purpose of education

is to foster that personal growth. Gardner described the traditional

teacher as one who is sure she "knows better than the child what know-

ledge and skills he should have at each stage of his development and

she will impart these to him by the best teaching techniques and

devices at her command (p. 13). The modern teacher, on the other hand:

believes that a child provided with an environment varied in
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content and rich in creative possibilities and watched
sympathetically by understanding and skilled teachers
will select, at the time when he is ready for it, mater-
ial through which he can acquire the knowledge and exper-
ience he needs (p. 14).

Modern and traditional schools differ widely in their

teacher-student interactions. Minuchin (1969) noted that the tradi-

tional approach is that authority is vested in the status of the

teacher. Students are expected to comply with established authority

as a "positive component of character development (p. 39)." Presumably

valuable as a help in teaching students right from wrong, teachers

administer punishment as retribution for "wrong done (p. 39)."

The Bank Street Study (Minuchin, 1969) found that traditional

teachers have attributes, attitudes, and beliefs that lead to these

actions:

It was accepted that (the teacher) establish and maintain
a suitable behavioral code and persuade the children to
accept and live by it (p. 65).

There had to be rules and regulations that would protect
the quiet, orderliness, and decorum of the classroom, since
concentration and attention were of paramount importance in
the system of predominantly teacher-directed learning . . .

overt methods of persuasion leaned more to punishing infrac-
tions than to enlisting children's participation on ethical
or rational grounds . . . when the teacher was out of the
room, the children sat straight as ramrods, knowing that the
monitor would report those who violated the teacher's parting
command to "sit tall." The teachers presented their profes-
sional, not their personal, selves to the children (p. 66).

C. Silberman noted that "most schools . . . define education

as something teachers do to or for students, not something students do

to or for themselves (p. 135)." Traditionally, schools have discour-

aged students from being autonomous or creative; they are so teacher-

directed and teacher-oriented that it is impossible for a student to

learn to take responsibility for his own education or self-directed
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life. These conditions have been noted by many writers (Bestor, 1953;

Holt, 1967; Kozol, 1967; Jackson, 1968; Dennison, 1969; Borton, 1970)

but the following passage from C. Silberman is the bleakest:

. . the teacher-student relationship in its conventional
form is, as Willard Waller (The Sociology of Teaching,
1965) states, "a form of institutionalized dominance and
subordination. Teacher and student confront each other in
the school with an original conflict of desires . . .

The teacher represents the adult group, ever the enemy of
the spontaneous life of groups of children. The teacher rep-
resents the formal curriculum, and his interest is in impos-
ing that curriculum upon the children in the form of tasks;
pupils are much more interested in life in their own world
than in the dessicated bits of adult life which teachers have
to offer. The teacher represents the established social
order in the school, and his interest is in maintaining
that order, whereas pupils have only a negative interest in
that feudal superstructure. Teacher and pupil confront each
other with attitudes from which the underlying hostility can
never be altogether removed (pp. 137-138)."

Modern school teachers of the Bank Street Study were described

by Minuchin as follows:

(They) tried to establish a mutually acceptable working
relationship between themselves as responsible adults and
their pupils as growing children. They tried to find ways
of putting the uses of authority to the service of the
learning situation by substituting flexible rules and
regulations . . . for fixed standards of behavior (p. 51).

Bernard and Huckins (1974) pointed to the need for teachers to

consider that both the democratic process and peer influence are

vitally important in the classroom. Democratic activities help stu-

dents assume responsibilities in healthy ways and disciplinary concerns

disappear when children are allowed to monitor themselves. Minuchin

went on to say:

The teachers . . . tended toward informality, personalized
communication, and expression of feeling as part of their
wish to protect a positive relationship with the children
(p. 51).

Authority was mediated through the relationship of the
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teacher with the individual members of small classes . . .

(who) called teachers by their first names, a symbol of
the strong intent to minimize any formalities that might
form barriers to close teacher-child interaction (p. 52).

Rogers (1969) shocked his Harvard audience by asserting that

teaching is a vastly overrated function. The message of that statement

was that the emphasis of our schools should be on learning as opposed

to teaching, on students as opposed to teachers. The teacher's chal-

lenge under this concept becomes greater not less; the teacher's role

becomes more significant, not less. Bernard and Huckins (1974) sum-

marized the characteristics of Rogers' teaching-learning relationship:

Teachers must enter the teaching-learning relationship
without fear, front, or facade. They must be real persons
by being their real selves.

Learning is facilitated when the pupil is prized, is valued
and respected, by the teacher who can care without being
possessive.

Empathic understanding, an awareness of how the pupil is
feeling about the situation, facilitates learning. Under-
standing is quite different from judging and evaluating.

Trust facilitates learning processes because it permits
the three foregoing characteristics to emerge (p. 17).

This is the essence of the teacher's role in a modern school.

It is a role that facilitates the development of a positive self-

concept and leads to self-actualization.

The traditional report card in the elementary school has a

section for academic achievement and a section for citizenship or

social growth (Postman & Weingartner, 1973). Each student is assessed

subject by subject and assigned a letter or number grade (Hamachek,

1975). The competitive grading system is usually justified on the

basis of its reflection of the "real world." "Real life is competi-

tive . . . and children need to learn early that their successes will
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always come through someone else's failure (Postman & Weingartner,

p. 30)."

M. Silberman (1971) observed that "There is nothing inherently

rewarding or punishing in the letters, numbers, and words conventional-

ly assigned as grades (p. 173)." The teacher, the source of constant

evaluation (Patterson, 1973; S.C. Silberman, 1970), must somehow convey

the values (Mayer, 1961); the grades have no intrinsic value to the

child. Grades have meaning for adults; it is the child, however, who

may carry their burden throughout his life.

Mayer, noting the danger inherent in artificial rewards and

sanctions, indicated that forcing children to compete for grades

often leads to learning to cheat and attempts to "psych out" the

teacher by exploiting his weaknesses and opinions.

Hamachek (1975) noted that while letter grades may not be a

problem for the bright child with high achievement needs, for many

others they are continual reminders of ineptness that leads to being

labeled "slow learner." The effect on self-concept is deadly. Bad

grades, Hamachek, Combs, and Maslow have indicated, leads to the

child's assumption that he must be "dumb," which leads to a perception

of "dumbness," which becomes internalized as a concept of inadequacy.

Hamachek reported on studies indicating that low grades do not func-

tion as motivation for improvement but rather as threat of failure and

punishment. Hamachek said:

All in all, the letter-grade system . . . is an almost
certain method of guaranteeing that up to 40% of all
elementary age children will be exposed to failure, and
thus encouraged to incorporate a failure attitude as a
part of their self-image during the most impressionable
years of their development (pp. 546-547).
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Rogers (1969) related the experiences of an elementary teacher

who discovered with her students that "failure" was just a word, mis-

takes part of the learning process, and that self-initiated evaluation

eliminated the need for cheating to achieve success. That teacher also

realized that the "most valuable aspects of the children's growth could

not be evaluated in terms of letter grades (p. 19)." A modern school

in the Bank Street Study had no report cards because "evaluation was

part of the continuous interchange between teacher and child, applied

directly to the work at hand (p. 49)." Success was linked to inner

satisfactions and a recognition of the inappropriateness of competi-

tion (Leonard, 1968; Patterson, 1973).

Textbooks are often used to convey or clarify the message of

the curriculum; often the textbook is the basis of the curriculum.

Textbook guides or "teacher manuals" are often ignored completely;

they are often slavishly adhered to by teachers. Mayer (1961) indi-

cated that some state and local authorities recommend a fairly rigid

adherence to textbook guides; most textbooks are selected for the

teacher by a committee representing a governing body. The textbook is

a nationwide tool that helps guarantee some semblance of sameness all

over America for a highly mobile population.

Textbook production is generally guided by a teacher or other

subject matter expert or committee of authors for a company that edits

the books according to their own format for "readability" and "sale-

ability;" it is usually a complete program of study because:

With all teachers have to do, there is no reason for them to
plan the organization of the course in detail. The author
of the textbook can do that for them. There is no need for
them to think up all the precise instructional language
required . . . . Nor should they have to rely entirely on
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their own resources for the planning of class discussions,
practice materials, projects, activities, further reading
(Textbooks in Education, in Mayer, 1961, p. 379).

Mussen, Conger, and Kagan (1969) summarized the findings of

several surveyed studies of textbooks in traditional American schools

and decided that classroom readers were too "pollyanish" and "unrelated

to the real needs and experiences of children (p. 558)." "Furthermore"

they reported, "many of these (text) books display a marked ethnocen-

trism and sociocentrism which are increasingly inappropriate in

today's pluralistic society (p. 559)." Many appeared to be blatantly

racist and sexist.

Perhaps the most extensive criticism of the use of textbooks is

Beechhold's (1971) The Creative Classroom. Commenting on the pub-

lishers' argument quoted by Mayer above, Beechhold asks, "How can the

author anticipate all teachers, all students, all schools? Are they

really all alike? (p. 4)." Beechhold was concerned with the effect of

the textbook, slavishly followed, dominating and determining the cur-

riculum, upon the total system of education not merely the teacher.

He also addressed the issue of values, human development and creativity.

He determined that the result of traditional textbook usage is that

"The great majority of schools, classrooms, and teachers are quiet,

orderly, and devoid of intellectual excitement and accomplishment

(p. 10)." What is desired, instead, is a "self-creating" class. For

psychological growth:

What we must produce is a responsive environment wherein the
child is encouraged to explore and to produce as the dominant
activities as opposed to the usual static environment wherein
the child is told what he has to know and is required to sit
and receive it (p. 10).

Education is a process of one's doing things, not a process
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of having things done to one (p. 11).

. . . the aim of the school must be to bring thinking up to
the conscious, manipulative level. If a person cannot con-
sciously "use" his rational powers to rational ends, he can
never be truly educated (p. 11).

. . . when an inquiring student meets with an incurious
teacher, a kind of death is the result. For soon the
inquiring mind is transformed into a creature of the
system (p. 12).

Rote memory, pre-digested "knowledge," pat answers,
standardized busywork, and other forms of intellectual
sloth and vacuity--the methods and legacy of the text-
book--do not make an education for survival (p. 17).

The modern school does not rely on textbooks. Instead, modern

schoolrooms contain many diverse books and creatively interacting stu-

dents and teachers; most are continually creating, authoring, and pro-

ducing their own texts. C. Silberman (1970) described an English

writing encouragement process in which the child builds a notebook

starting with the most basic writing skills. The writing is based on

the child's interests and at his own initiative. He has his own "word

book" which he creates--a notebook turned into a dictionary of the

words he likes to use. Mayer reported on another English program, at

the Ifield Junior School, where there are no textbooks at all but

where the walls are lined with open stacks of books for children to

browse, select, and use as their needs demand. The system has pro-

duced children who read and write because they want to and enjoy

doing so.

In the Amidon School, Hansen (1962) recognized that textbooks

are published to sell, that textbook scholarship leaves much to be

desired, and textbooks are misused by "hack teachers assigning lessons

page by page without imagination (p. 155)." His position is a reform
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of textbook usage, selecting from the:

vast range of . . . knowledge the essential elements that
must be transmitted to each generation, assemble this
material in usable textbooks, and then to put them to work
as foundations of teaching (p. 155).

Hansen's teachers are to use the textbook as the foundation of

their lesson plans. Using intelligently selected curriculum guides

the teacher "is freed of the unsuitable responsibility of judging for

herself what should or should not be taught (p. 159)." In effect, the

curriculum, course content, daily activities, assignments, use of

materials, and so on, is determined by the textbook authors who relieve

teachers from the "unsuitable responsibility" of intelligent behavior.

The modern school curriculum is as broad and unpredictable as

the children's interests (C. Silberman, 1971). Adams and Garrett, Jr.

(1969) describing curricular concepts of modern schools, stated that

the curriculum is not "a book to be memorized (p. 167)." It is pri-

marily a recognition of interactions; each child reacting to a given

situation in his own way. In a modern school there may be as many

curricula as there are students. Each child's experiences are part of

the curriculum as are his needs and desires for growth toward self-

actualization.

Adams and Garrett, Jr. (1969) and others (Dinkmeyer, 1965;

M. Silberman, 1971; Hamachek, 1971, 1975; Bernard & Huckins, 1974;

Kubie, in Ostrovsky, 1974) recognized the psychological growth poten-

tial inherent in the school's concept of what constitutes the curricu-

lum. Bernard and Huckins made the point that "love for, and skill in,

learning is the concern we wish to highlight (p. 227)." Hamachek

(1971) observed that "Exploiting the psychological possibilities of a



70

curriculum offers exciting new avenues for enhancing motivation and

learning (p. 216)," recognizing the need to teach in a self-rating

manner. The psychologist Kubie said, "Curriculum concepts are of

importance in the education of the head, but almost meaningless in the

education of the heart (p. 84)."

Rubin (1973) and others (Weinstein & Fantini, 1970; Brown,

1971) observed that what we have termed the modern curriculum must be

a dynamic interplay of cognitive and affective considerations. Brown

called this simultaneous interplay "confluent" education--a sound

basis for modern school curricula. Rubin outlined changes essential

to the reformation of our schools into the kind of system needed in the

future. His reforms included:

First, we must shift the basis of the curriculum from an
arbitrary selection of subject matter to that which is of
immediate importance to the child's development (p. 223).

Second, we must seek to deal with feelings as well as facts,
fashioning a curriculum that provides a better balance be-
tween cognition and affect (p. 236).

. . . we must look anew for content of greater significance

. . . for educational processes that integrate knowledge,
feeling, and behavior (p. 243).

. . . we must grant our young the right to formulate the
values by which they wish to live (p. 253).

The future (from Rubin's 1973 perspective) has long been the

present of modern schools.
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CHAPTER III. DESIGN OF THE STUDY

School Philosophy Rating Questionnaire (SPRQ)

A means was needed to identify schools along a

traditional-modern continuum. After searching ERIC (through Northwest

Regional Educational Laboratory, Portland, Oregon) and finding no

appropriate instrument, the author developed the SPRQ.

From the works cited in the bibliography, statements concerning

traditional and modern school concepts, philosophies, and methodologies

were accumulated. The following samples indicate the kind of state-

ments noted and their sources.

In traditional schools: the classroom is the teacher's domain

(Minuchin, 1969) and the activities are teacher oriented (C. Silberman,

1970); classwork is teacher initiated (Hansen, 1962; Jackson, 1968);

the child's learning is focused on becoming informed and skilled

(Minuchin); rules and regulations are clearly and firmly established

by the teacher (Hansen; Minuchin); cognitive development and sociali-

zation are emphasized (Minuchin); learning comes from highly structured

pursuits (Hansen); the school is restrictive and uses punishment

(C. Silberman).

In modern schools: children dominate and they are allowed to

direct their own activities (Gardner, 1948); Dennison, 1969); class-

work is child initiated (Gardner; Minuchin); the child's learning is a

complex process of growth by exploration and discovery (Minuchin);

priority is given to the cultivation of individuality and self-fulfill-

ment (Minuchin; C. Silberman); rules and regulations are flexible

(C. Silberman) and are cooperatively devised (Minuchin); learning may
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come from unorganized play and experiences (Gardner); the school is

permissive and uses correction rather than punishment (C. Silberman).

The initial list (in 1976) contained 98 statements. They were

submitted for comment to an education professor, a public school li-

brarian, three classroom teachers, two elementary students, and a

junior high school principal. On the basis of their comments, state-

ments were developed for use on the SPRQ. Further readings (noted in

Chapter II) added to the original list. Most of these later readings

were from humanistic and research literature. At one point, in 1978,

the SPRQ contained over 400 statements. These were edited to eliminate

redundancy and add clarity; the present instrument contains 125

statements.

The SPRQ appears in the appendix. Respondents were asked to

react to the statements in light of the "situation or philosophy that

PRESENTLY PREVAILS" in their class and school.

The SPRQ was sent to all the schools in the cooperating

district that had sixth grade students. In each school, the principal

and all fifth and sixth grade teachers were asked to respond. Of the

28 possible schools, 12 returned the full set of completed

questionnaires.

The Schools and Their Ratings

The SPRQs were scored on the basis of a possible 500 points

indicating the most modern orientation. Each optimum answer received

four points; each secondary answer received two points. Where the

optimum answer "always" received four points, the answer "often"

received two points. Where the optimum answer "never" received four
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points, the answer "seldom" received two points. The optimum answers

indicated the modern approach and high scores, therefore, identified

the schools at the modern end of the traditional-modern continuum. Low

scores indicated a traditional orientation and placement at the tradi-

tional end of the continuum.

The school that scored the highest (194) was identified as

being most modern (M). A school that scored between the mean score and

the M score (186) was identified as being more modern than traditional

(MT). A school that scored between the mean score and the lowest score

(150) was identified as being more traditional than modern (TM). The

school that scored the lowest (141) was identified as being the most

traditional (T).

In addition to the SPRQ, either a teacher or two or the

principal, or a combination of both, in each school, were interviewed.

Their self-disclosure statements such as: We are very traditional;

We are modern, etc., were noted. Later, when the total scoring was

completed and schools had been identified as M, MT, TM, and T, the

comments were matched to the ratings and were consistent in every case.
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The Students

Participating students had to meet four criteria. They had to:

1. Be in the sixth grade;

2. Have attended the same school in the fifth grade;

3. Return a permission slip signed by a parent allowing

participation in the study; and

4. Be selected randomly from all qualified students.

Fifteen boys and 15 girls were selected from each school.

Minor modifications of the procedure had to be made. In one school

the complete qualified list contained exactly 15 boys and 15 girls;

all were used. In another school, there were 16 boys and 18 girls.

All were asked to participate but only 15 boys and 17 girls appeared

on testing day. At the completion of the testing, one student blindly

pulled two tests from the stack and, after ascertaining that they were

girls' tests, were discarded without further evaluation. In a third

school, only 15 boys and 15 girls appeared to take the tests; a

teacher had selected the exact number from the combined sixth grade

lists. In the fourth school, only nine boys and 12 girls qualified by

the testing date. The balance were selected by their teachers and sent

to the school office to phone home for verbal permission to participate

and the proper number came to the testing room. Each student took the

California Test of Personality and the Piers-Harris Children's Self-

Concept Scale.
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California Test of Personality (CTP)

The CTP was devised by Thorpe, Clark, and Tiegs in 1942 and

revised in 1953; the later revision was used in this study. It was

designed to measure a number of components of personal and social

adjustment. One major category, Self or Personal Adjustment, is sub-

divided into subtests of self-reliance, sense of personal worth, sense

of personal freedom, feeling of belonging, withdrawing tendencies, and

nervous symptoms. The other major category is Social Adjustment sub-

divided into tests of social standards, social skills, anti-social ten-

dencies, family relations, school relations, and community relations.

The meanings for each subtest are given in the Chapter I section on

Definitions of Terms.

The test manual reported reliabilities of the total scores on

the tests ranging from .918 to .933 based on the split-half method,

corrected by the Spearman-Brown formula. Criticisms of the 1942 edi-

tion's evidence of validity are answered in the revision with addi-

tional validity evidence. Tests of internal consistency were reported

in considerable detail indicating a fair degree of reliability. The

instrument is considered a valid measure of self-concept.
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The Piers-Harris Children's Self-Concept Scale (CSCS)

The CSCS was prepared by Piers as an instrument of research on

the development of children's self-attitudes and correlates of these

attitudes. It consists of 80 first-person declarative statements of

the type "I am a happy person;" the child responds "yes" or "no." Half ,--

the items are worded to indicate a positive self-concept and slightly

more than half to indicate a negative self-concept. The scale was

standardized on 1183 children in grades 4-12 of one Pennsylvania school

district. /The internal consistency of the scale ranges from .78 to

.93 and retest reliability from .71 to .77. Correlates with similar

instruments are in the mid-sixties and the scale possesses teacher

and peer validity on the order of .40. Care was taken that the scale

not correlate unduly with social desirability and reasonable success

was achieved. The scale possesses sufficient reliability and validity

to be used in research. The authors have produced a psychometrically

adequate scale. The research use of the scale is emphasized. It is

recommended for studies of change in self-concept.
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The Statistical Design

To test the null hypotheses

Hol: Scl = Sc2 = Sc3 = Sc4

Hot: Scm = Scf

the following two-way model was used.

Sc1 (M) Sc2 (MT) Sc3 (TM) Sc4 (T)

Male n 15 n 15 n 15 n 15

Female n 15 n 15 n 15 n 15

n 30 n 30 n 30 n 30

For each of the two test instruments (CTP and CSCS), a two-way

Analysis of Variance was used for:

Hypothesis 1. There are no significant differences between the

mean scores for the schools;

Hypothesis 2. There are no significant differences between the

mean scores for male and female;

Hypothesis 3. There is no significant interaction effect

between schools and sex.

For hypothesis rejection:

a. = .01

Critical (Tabular) F Value

Hl: (a. = .01; df = 3, 112) 3.98

H2: (a. = .01; df = 1, 112) 6.90

H3: (a. = .01, df = 3, 112) 3.98
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This Analysis of Variance table was used:

ANOVA Table
(fixed design)

Source of Variation df ss MS F

Schools 3 A A/3 MS schools/
MS error

Sex 1 B B/1 MS sex/
MS error

Interaction 3 C C/3 MS inter/
(schools x sex) MS error

Error 112 D D/112

Total 119

If the computed F equals or exceeds the critical (tabular) F

value, Ho is rejected. If Ho is rejected for schools, a multiple

comparisons analysis will be conducted to ascertain where differences

exist. The Least Significant Difference (LSD) test will be used for

this portion of the analysis. For this analysis, a priori hypotheses

will be tested as follows:

Hi: Scl>Sc2

H2: Scl>Sc3

H3: Scl>Sc4
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CHAPTER IV. PRESENTATION OF THE DATA

The data collected for this study is presented in two sections;

the first for the major null hypotheses and the second for the a

priori hypotheses.

Major Hypotheses

In order to investigate the assumed relationship between

self-concept and the school, the following null hypotheses were tested:

Hypothesis 1: There are no significant differences between

the mean scores for the schools;

Hypothesis 2: There are no significant differences between

the mean scores for male and female; and

Hypothesis 3: There is no significant interaction effect

between schools and sex.

The ANOVA table used to test these hypotheses is presented in

Table 1 and Table 2. The critical F value for rejection of hypotheses

is based on the following:

a. = .01

Critical (Tabular) F Value

Hl: (a. = .01; df = 3, 112) 3.98

H2: (a. = .01; df = 1, 112) 6.90

H3: (a. = .01; df = 3, 112) 3.98

The critical F value for rejection of H1 at the .01 level is

3.98. Table 1 shows an F value for CTP (California Test of Personal-

ity) total adjustment for schools to be 8.15 which is significant at

the .001 level. Table 2 shows an F value for the CSCS (Children's
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Self-Concept Scale) total self-concept for schools to be 5.32 which is

significant at the .002 level. The null hypothesis that there are no

significant differences between the mean scores for schools is, there-

fore, rejected. This rejection leads to the LSD (Least Significant

Difference) test to ascertain where differences exist.

Table 1. ANOVA Table for CTP Scores for Total Adjustment.

Variation SS df MS

Schools 6475.62 3 2158.54 8.15*

Sex 715.40 1 715.40 2.70

Interaction (Schools x Sex) 3490.15 3 1163.38 4.39**

Error 29660.93 112 264.83

Total 40342.12 119 339.00

* p 001 **p . 006

Table 2. ANOVA Table for CSCS Scores for Total Self-Concept

Variation SS df MS

Schools 2220.69 3 740.23 5.32*

Sex 891.07 1 891.07 6.41

Interaction (Schools x Sex) 1521.89 3 507.29 3.65

Error 15564.26 112 138.96

Total 20197.92 119 169.73

*p<.002

The critical F value for rejection of H2 at the .01 level was

6.90. Table 1 shows an F value for the CTP total adjustment for sex
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to be 2.70 which is not significant. Table 2 shows an F value for the

CSCS total self-concept for sex to be 6.41 which is not significant.

The null hypothesis that there are no significant differences between

the mean scores for male and female is, therefore, not rejected.

The critical F value for rejection of H3 at the .01 level was

3.98. Table 1 shows an F value for the CTP total adjustment for inter-

action between schools and sex to be 4.39 which is significant at the

.006 level. Table 2 shows an F value for the CSCS total self-concept

for interaction between schools and sex to be 3.65 which is not sig-

nificant. The null hypothesis that there is no significant interaction

effect between schools and sex is rejected for CTP and not rejected for

CSCS.

The LSD tests for H1 are presented in the next section. H2 was

not rejected. H3 was only rejected for CTP and is now discussed further.

The CTP is divided into two major subsystems; the first is a

score for Total Personal Adjustment (TPA) and the second is a score

for Total Social Adjustment (TSA). These subsystem scores are pre-

sented in Table 3. The TPA score is significant at the .009 level but

the TSA score is not significant. The interaction, therefore, is found

only in the TPA subsystem. Table 4 lists the Personal Adjustment var-

iables, their means and factors.

Of the six variables, only one is significant at the .01

level--FB (Feeling of Belonging). The implications of this interaction

will be noted in the next section.
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Table 3. CTP Subsystem Scores for Total Personal Adjustment (TPA)
and Total Social Adjustment (TSA) for School by Sex
Interaction.

Variation SS df MS

TPA

TSA

1138.15 3 379.38 4.03*

729.96 3 243.32 3.24

*p<.009

Table 4. TPA Variable Scores for Interaction Effect of Schools
by Sex.

Variables SS df MS

S-R 23.13 3 7.71 2.45

SPW 34.22 3 11.40 2.52

SPF 7.13 3 2.37 .36

FB 65.50 3 21.83 5.65*

WT 89.82 3 29.94 3.58

NS 25.22 3 8.40 1.20

*p<.001

A Priori Hypotheses

Upon rejection of the null hypothesis for schools (H1), a

multiple comparisons analysis was conducted to ascertain where differ-

ences existed at significant levels. The LSD test was used for this

part of the study. A priori hypotheses were tested of the nature:

M>MT; M>TM; and M>T.

Table 5, Table 6, and Table 7 present the school mean scores

with t scores for determining LSD. Table 5 shows the PA variables
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(plus a Total PA score); Table 6 shows the SA variables (plus a Total

SA score); and Table 7 shows the CSCS variables. A difference between

school scores greater than the t value is needed for determination of

significant differences.

Table 5. School Mean Scores for CTP Subsystem Personal Adjustment
Variables with t Scores for Determining Least Signifi-
cant Difference (LSD).

Variable MS/M* MS/MT MS/TM MS/T s** t***

S-R 8.00 7.66 6.83 7.23 3.14 .89

SPW 9.60 8.93 8.33 7.70 4.51 1.09

SPF 10.10 8.93 7.96 8.33 6.58 1.32

FB 10.03 9.06 8.93 8.63 3.86 .50

WT 8.53 7.66 6.86 6.36 8.35 .74

NS 8.56 8.33 7.43 8.10 6.98 1.36

TPA 54.83 50.60 46.30 46.30 93.99 4.98

* M = Modern school; MT = More Modern than Traditional school;
TM = More Traditional than Modern school; T = Traditional school

** s = Residual Mean Square Score

*** t.025, 112 df 1/(2)s LSD for comparing schools

H4: Modern school students will score higher on the factor of

Self-Reliance (S-R)--M's score is significantly higher than the TM

score.

H5: Modern school students will score higher on the factor of

Sense of Personal Worth (SPW)--M's score is significantly higher than

each Traditional school's score.

H6: Modern school students will score higher on the factor of



84

Sense of Personal Freedom (SPF)--M's score is significantly higher

than each Traditional school's score.

H7: Modern school students will score higher on the factor of

Feeling of Belonging (FB)--M's score is significantly higher than all

other schools' scores but due to the strong interaction effect noted

above, cannot be accepted.

H8: Modern school students will score higher on the factor of

(lack of) Withdrawing Tendencies (WT)--M's score is significantly

higher than all other schools' scores.

H9: Modern school students will score higher on the factor of

(lack of) Nervous Symptoms (NS)--M's score is not significantly higher

than any other school's score.

H10: Modern school students will score higher on the factor of

Total Personal Adjustment (TPA)--M's score is significantly higher

than each Traditional school's score.

H11: Modern school students will score higher on the factor of

Social Standards (SSt)--M's score is significantly higher than MT and

TM scores.

H12: Modern school students will score higher on the factor of

Social Skills (SSk)--M's score is significantly higher than each Tra-

ditional school's score.

H13: Modern school students will score higher on the factor of

(lack of) Anti-Social Tendencies (A-ST)--M's score is significantly

higher than each Traditional school's score.

H14: Modern school students will score higher on the factor of

Family Relations (FR)--M's score is significantly higher than the TM

score.
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H15: Modern school students will score higher on the factor of

School Relations (SR)--M's score is significantly higher than each Tra-

ditional school's score.

H16: Modern school students will score higher on the factor of

Community Relations (CR)--M's score is significantly higher than the TM

score.

H17: Modern school students will score higher on the factor of

Total Social Adjustment (TSA)--M's score is significantly higher than

each Traditional school's score.

Table 6. School Mean Scores for CTP Subsystem Social Adjustment
Variables with t Scores for Determining Least Signifi-
cant Difference (LSD).

Variable MS/M MS/MT MS/TM MS/T

SSt 10.26 9.43 9.30 10.10 2.62 .83

SSk 9.33 9.00 7.76 7.66 4.47 1.07

A-ST 9.36 8.30 6.80 7.70 4.97 1.13

FR 9.60 8.83 6.86 8.40 7.15 1.37

SR 9.03 7.90 6.86 7.60 5.76 1.23

CR 9.66 9.66 8.73 9.26 3.16 .91

TSA 57.26 53.13 46.33 50.73 74.95 4.43

H18: Modern school students will score higher on the factor of

Behavior (B) - -M's score is significantly higher than MT and TM scores.

H19: Modern school students will score higher on the factor of

Intellectual and School Status (ISS) - -M's score is significantly higher

than the TM score.

H20: Modern school students will score higher on the factor of
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Physical Appearance and Attributes (PAA)--M's score is significantly

higher than each Traditional school's score.

H21: Modern school students will score higher on the factor of

(lack of) Anxiety (A)--M's score is not significantly higher than any

other school's score.

H22: Modern school students will score higher on the factor

of Popularity (P)--M's score is not significantly higher than any other

school's score.

H23: Modern school students will score higher on the factor of

Happiness and Satisfaction (HS)--M's score is significantly higher than

the TM score.

Table 7. School Mean Scores for CSCS Variables with t Scores for
Determining Least Significant Difference (LSD).

Variable MS/M MS/MT MS/TM MS/T

B 14.20 12.56 11.60 13.23 10.05 1.61

ISS 13.26 12.06 10.86 11.50 11.98 1.77

PAA 9.66 8.53 7.90 6.56 10.21 1.63

A 10.50 10.00 9.23 8.90 10.49 1.65

P 8.96 9.23 7.86 7.66 6.73 1.33

HS 8.83 8.16 7.43 7.93 4.10 1.03

Summary

Three null hypotheses were tested; the first was rejected

indicating that there is a positive and significant relationship

between modern schools and the development of healthy, positive self-

concepts. Application of the LSD tests indicated that the modern
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school scored significantly higher than traditional schools in all but

three variables. Traditional schools did not score highest in any

variable.
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CHAPTER V. SUMMARY, COMMENTS, CONCLUSIONS,
AND RECOMMENDATIONS

The main objectives of this study were to define the terms

"self-concept," "modern schools," and "traditional schools" and answer

the major question regarding their relationship: Which school, modern

or traditional, is most likely to help children acquire, reinforce, or

enhance positive, healthy, and realistic self-concepts? Two other

questions were asked: Which school is most likely to help students

attain the best self-adjustment; and Which school is most likely to

help students attain the best social adjustment? The literature

reviewed and the tests conducted have led to the conclusions and

analyses discussed in this chapter.

The first section of the chapter presents the findings of the

study; the second presents some comments about the literature; the

third states the author's conclusions; and the fourth contains recom-

mendations for future consideration.



89

The Study

Two schools were identified as modern and two as traditional.

Fifteen boys and 15 girls in each school were tested to determine their

levels of self-concept, self-adjustment, and social adjustment.

Three null hypotheses were tested to investigate the assumed

relationships between type of school and the variables under considera-

tion. The rejection of the primary null hypothesis, indicating that

there was a significant difference between schools' test scores, led to

the probing of hypotheses regarding self-concept, self- (or personal)

adjustment, and social adjustment.

Self-Adjustment

On the test of self-adjustment, the modern school students

scored significantly higher than the other schools. When each of the

self-adjustment sub-variables was examined, the modern school students

were found to have higher scores on all except freedom from nervous

symptoms.

Social Adjustment

On the test of social adjustment, the modern school students

scored significantly higher than the other schools. When each of the

social adjustment sub-variables was examined, the modern school stu-

dents were found to have higher scores on every scale.

Self-Concept

On the test of self-concept, the modern school students again
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scored significantly higher than the other schools. When each of the

self-concept sub-variables was examined the modern school students were

found to have higher scores on all scales except popularity and freedom

from anxiety. On these latter scales, no difference was found between

the schools.

The conclusions drawn from these findings are presented in the

section which follows comments concerning the reviewed literature.
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The Literature

More literature was experienced than actually reviewed in

Chapter II and neither (material experienced nor material reviewed) was

exhaustive. The review began with a brief look at the early develop-

ment of self theory, Freudian, psychoanalytic, and behavioral psycholo-

gies, and other theories and philosophies developed and published

before the end of World War Two culminating in a study of humanistic

and perceptual psychologies--the basis for modern education.

The middle sections presented the self in its most immediate

and dynamic terms--the phenomenon of the self-concept. Several studies

and reports were reviewed to investigate what others had found con-

cerning self-concepts and their interactions with the home and school.

The final section dealt more specifically with an investigation of

modern and traditional schools.

The literary review was not meant to be either exhaustive nor

exhausting. It was not out of neglect that the works of writers such

as Descartes, Spinoza, Leibnitz, Hume, and Locke were hurriedly put

aside. Their contributions, and others so treated, were meaningful but

fell victim to the need for brevity. At another time, their works

would deserve further study and comment. For example, the implications

of Schelling's aesthetic self on artistic perception could be extended

into all fields of creative endeavor for the student as well as the

artist. Differing tastes, opinions, and concepts of art are more

easily understood in light of Schelling's recognition that it is the

self of the artist that organizes his subject into a personal expres-

sion of himself. When the artist's canvas (or music or dance)
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reflects back to the viewer the same experience, there is the

phenomenon of two unique selves sharing a common perception. When the

canvas reflects images totally unrelated to the viewer's organization

of the subject, there is the phenomenon of diverse perceptions, one

possibly limited by lack of study and experience, the other possibly

cultivated and conditioned by years of broadened perceptions. When one

views a canvas, or hears music, or watches a dance that presents a

never before experienced vision, what is it but the expansion of hori-

zons and the opening of inner eyes and ears, inner senses, that the

viewer's self had not perceived before. This is what is meant when one

credits an artist with opening others' lives to expanding truths; it is

what is meant by "education."

Although the review moved quickly through the nineteenth

century, it was a period of momentous influence on American life. It

was a time of changing educational perspectives as sociology and psy-

chology grew into vital life forces. In the fading years of the cen-

tury, America pulled itself together after a war of violence and cost

beyond understanding. Waves of immigrants renewed our cities and

revived our farmland bringing life and new perspectives to our country.

Railroads alternately destroyed and built vast areas of the country

redistributing large segments of the population. A technological

revolution changed the face of the earth and new philosophies and

principles changed the minds and molded the thoughts of those who came

to lead our country and shape its educational systems. When America

turned the corner that put it in full view of its next major war, it

had barely buried the memories and effects of the Civil War and the

lesser actions of the opening decade of the twentieth century. By
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then, the world had been changed by a proliferation of new thought and

discovery that has accelerated faster and faster into the present and

promises to continue its dizzying pace right into the next century. In

that changing world, new educational systems were needed.

The review only scratched the surface of the influence of the

men and women of the end years of the last century. It was the time of

Darwin, Marx, Engel, and Veblen as well as James, Cooley, and Peirce.

It was a time that led to the thought of John Dewey and his early edu-

cational statements. Although Dewey's writings have not been reviewed,

his influence, his ideas about progressive education, his ideas of

humanistic interactions in the classroom, and his recognition of the

sociopsychological role of play by which a child learns to be a pro-

ductively participating member of society have been acknowledged. The

review neglected Spencer, Sumner, Ward, and Ross but found representa-

tion of these men in the references to James and Cooley. The latter

two, James, the social psychologist, and Cooley, the sociologist, con-

tributed so strongly to self theory that they stood apart from the

others in this concern. They were the culminating geniuses of a first

movement in humanism and self-concept theory.

Two ideas of extreme importance to self-concept theory are

Cooley's "looking-glass self" and Sullivan's "significant other."

Although both are meaningful throughout life, they have their greatest

impact in childhood as the self-concept is forming. The "looking-glass"

is the perceived reflection of significant others; the most significant

other, in childhood, being the mother. But as one matures and becomes

more independent, mother loses her significance and is replaced by

friends and lovers. The time may come, however, when the most
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significant other in one's life is oneself. Without becoming neurotic,

one can reflect oneself to oneself and so modify an existing self-

concept. It happens all the time. To some it is a conscious act and

to others an unconscious act. To the performing artist it may happen

more frequently and to a more meaningful degree than to others.

To what extent can you step back from yourself and view

yourself as though from the wings? Actors and other performers become

their own constant and critical observers, with the passing years, and

monitor their own performances "from the wings." This reflection of

their own tastes and standards upon the performance or production is

perceived and internalized just as strongly (perhaps more strongly) had

their own mothers, fathers, husbands, or wives been the reactors. As

adults, some people are their own most significant others.

Meditation is the same; standing in the wings of one's

meditative self. Introspection is the same for another facet of the

self. After welding a sculpture or mobile, the artist observes his

work and, in the wings of his creative self, reacts and absorbs the

reaction. If the person believes in his thought and his art and is

significant to himself, he reflects and develops just as one does in

Cooley's and Sullivan's constructs.

Listening to music, one is engulfed with emotions that he

perceives--and then perceives that he does. This is absorbed into his

self-concept. The depth of feeling, the clarity of understanding, and

the honesty of the experience are perceived; the perceiver in the wings

reflects back a reaction to the total experience that is absorbed into

the self-concept.

But who does stand in the wings of his own creativity? How
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clear and honest are the reflections? How much is actually absorbed

into the self-concept? What are the implications for adult learning

processes and behavior? This one concept is an example of unpursued

elements of this study.

The single most extensive subject reviewed was concerned with

the descriptions of the modern and traditional schools. An attempt

was made to group comments and observations of actual daily processes

and philosophies according to the traditional approach (whose handiwork

is seen in the majority of our students and their parents) and the

modern approach (still emerging as an effective force in society).

Few studies were found that even acknowledged total school influence

on the child. It was more usual to find, in research reports,

abstracts, and commentaries, allusions to specific parts of the school

environment; each of these deserved more in-depth study. For instance,

the section dealing with textbooks is highly significant and yet little

had been found that investigated the ramifications of either Beech-

hold's "creative classroom" or the "classroom as library." One

approach to the use of textbooks in modern schools is the development

of the X-Text designed by this author and used for several years in the

Language Arts department of Clackamas High School, Milwaukie, Oregon,

the American Samoan Community College, Mapusaga, American Samoa, and

the Rastakhiz Schools, Tehran, Iran.

An X-Text is a Xerox (or other reproduced) copy of print

material needed by a student to create his own personalized textbook.

Traditional textbooks are too group paced and seldom fulfill the needs

of all the students assigned to use them. The assumption that an

approved text or two will satisfy the needs, desires, and necessities
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of each student is a traditional view unacceptable in a modern school.

An X-Text is assembled by individual students as they find material

they need. Rather than give each student his state adopted text, the

teacher should have available, within the class environment, a variety

of books and magazines from which the student can draw information. As

an interest or need appears, the student can peruse all the available

material and discovering a page here and a section there, he xeroxes

them and puts together his own text. He includes, of course, much that

is original and much that is condensed or re-written as his needs

demand. If needed, he can also go to the other sources in the school

such as the library media center and finding a chapter in one volume,

a graph or chart in another, an appropriate item or two in a third, he

xeroxes and adds to his personal textbook. As he pursues each subject,

he engages in research, evaluation, media production, and other crea-

tive activities that lead to an acceptable modern textbook--an X-Text.

There is much more to be said about the X-Text and its uses but

it is only one of many tools that can be used in modern schools to

overcome the stultifying effect of textbooks, group curricula, and

diverse learning styles. What X-Texts are to print and narrative

materials, Strip-Ts are to pictorial materials. Strip-Ts offer one

solution to the visually oriented student and all who need visual aids;

Strip-Ts can accommodate the needs for picturing, clarifying, illus-

trating, and transmitting graphic information. One of the difficulties

with existing filmstrips and slide shows is their length and perma-

nency. Traditional schools find 80 frame filmstrips suited to units of

study wherein great amounts of subject matter are to be experienced.

Individualized programs find it difficult, and unnecessary, to cope
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with many-framed strips and the supposition that the beginning-to-end

format of 80 frames is universally applicable. Large portions of

information are the format of traditional schools. Many smaller bits

is more pertinent to the modern school. Pre-made strips acquired or

produced without student input are tools of the traditional school but

inappropriate in the modern school. Strip-Ts may be 10, 15, or 20

frames tailor-made for the individual with several small bits or few

larger segments of information. The strips themselves are produced by

the students, in class or in a media lab, and retrieval is immediate

and semi-permanent because the student takes the strip with him and

keeps it as his own, to use where he will, until through with it. He

then can keep it, donate it to a class storage system, or recycle the

exposed film. When this system was developed in 1960, the author's

students made Strip-Ts at a cost of about five cents per frame and

viewed them with pocket viewers costing about 25 cents each.

C-Ask-Aids (cassette aids) do for audio experiences what

Strip-Ts do for visual experiences. In addition to obvious uses of

short (1 minute, 2 minute, 10 minute, etc.) student made recordings,

C-Ask-Aids are used as personal two-way communication sources. One

illustration of this "Ask" aspect of the C-Ask-Aid is seen in the

class where a student records a personal problem for the teacher (or

other resource person) and receives back a recording specifically

geared to his needs.

One other example of alternatives to texts and other pre-made

programs is the Fiche-Pond. It was developed in answer to the frustra-

tions confronting many students when they find school and library books

unavailable to them. What happens to the child who, eagerly seeking
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information contained in the encyclopedia, is told that his group's

turn comes the next day between 8:30 and 9:00? One can understand why

so few copies of expensive volumes are purchased and jealously guarded

on reserve shelves. They tend to disappear or suffer damage and are

difficult to replace. But a book is only as valuable as its use and

the use of many volumes is too often limited and restricted for the

reasons noted. Fiche-Ponds, as one might guess, are microfiche col-

lections of those hitherto unattainable resource books. When a student

needs 40 pages of resource material in a modern school, he can have it

on microfiche--cost about 65 cents. Sets of encyclopedia on micro-

fiche can be checked out to a student to take where he needs them.

Libraries and classrooms can build and stock their Fiche-Ponds as the

years go by. Just as a student can build his own personal X-Text and

Strip-Ts collection, he can stock his own Fiche-Pond. The hardware is

not yet in the 25 cents-and-put-it-in-your-pocket category but the

price of pocket and desk viewers continues to drop. The author carries

one in his briefcase and only has to change a battery every few months.
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Conclusions

The first objective of this study, a definition of

self-concept, has been answered in the text. From the fields of soci-

ology, psychology, and education, from test explanations and research

reports a definition of self-concept has emerged.

It is, in simplest terms, a person's image of himself.

It is that image of one's attributes, abilities, values, and

desires that one considers uniquely one's own and is, indeed, never

identical to anyone else.

Each person knows himself through what he perceives to be the

reactions of others that are significant to his life--those who make a

difference, those who matter to him. The more significant the person,

the greater is the internalization of the reflected image.

This internalized self-concept, this perceptual process of

belief, may be accurate or faulty, realistic or fantastic, but to the

individual himself it is truth, it is reality. It is himself as he

perceives himself, his only self, and he strives to protect and main-

tain that self. He will tend to reject anything he finds contradic-

tory to his self-concept and pursue anything that he finds desirable

or necessary for the maintenance or enhancement of his self-concept.

An individual's self-concept, therefore, is the basis for his motiva-

tion and behavior, his filter to all experience, his eye to the world.

The self-concept is the basis for one's aspirations in

accordance to what one believes he can achieve. In order to protect

himself, each person strives no further than he expects to succeed.

Each success may lead to greater self-esteem and higher levels of
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aspiration but each failure lowers self-esteem, creates negative

self-concepts, and the level of aspiration drops accordingly.

The self-concept has been called the synthesis of the self,

the I of the knower and the Me of the known. It is the existential

self known to one who says:

I am Me.

The "Me" is the Me that I know,

The one I see, understand, and believe in;

The one I live with, and grow with.

That's my "Me."

And "I" am Me.

I'm the only Me;

There is no other Me.

The second objective, a definition of modern schools, is

found in the implied statements of the text. It is an approach to edu-

cation that the author of this study proposes as a desirable alterna-

tive to the present dominant system. Following the description of the

modern school is a description of the traditional school and a table to

illustrate their differences.

Modern and traditional schools were both described in the

introduction to this study. The literature reviewed throughout the

remainder of the study reinforced those earlier descriptions. They are

repeated here with some extended and explanatory remarks. Whatfollows,

is a synopsis of all that has been noted in the body of the text.

The modern school is perceptually and humanistically oriented.
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It recognizes the uniqueness and sanctity of each individual child and

honors him as the raison d'etre for the school's existence. It sees

the child as a collection of selves and concepts operating within a

perceptual field that changes from experience to experience. Behavior,

under these circumstances, is the outward show of inner processes. The

child is not merely one self nor is his behavior unidimensional.

The primary concern of the modern school is to help each child

fulfill his greatest potential. Often expressed as the movement toward

self-actualization or full functioning, this flowering of potential is

the key task of the school.

The modern school is, therefore, child-centered. It is a place

where his values may be explored and tried, where he practices demo

cratic principles and leadership roles and, with adult help, determines

his own rules, develops his own curricula, produces his own learning

materials, devises his own learning systems, and is responsible for his

own control and behavior, He practices self-evaluation and self-

discipline and does not need other's values or standards imposed on

him.

The modern school is future oriented as well and looks to

future-focused scenarios for each child to probe and prod the world to

come projecting alternative futures that help him determine his

courses of study.

The modern school is continually aware of the phenomenon of

the self-concept and its processes. It seeks to enhance each child's self-

concepts through the interaction of humane, humanistic, unconditionally

accepting adults who are able to blend cognitive and affective necessities

into confluent processes for "man' s two-track inner computer."
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The traditional school, on the other hand, is guided by

behavioristic approaches to psychology as exemplified by the process of

behavior modification. The child is seen as something that can be

manipulated, reinforced, rewarded, and punished as its behavior and the

standards of the teacher dictate.

The primary concern of the traditional school appears to be the

necessity to pass along our cultural heritage and our accumulated wis-

dom and knowledge. Socialization and the nature of academia are the

raison d'etre of the traditional school.

The traditional school is teacher oriented. It is a place

where the teacher is the focal point of the classroom, passing along

from within him what is not within the children. Democratic practices

are experienced but only under the leadership and guidance of a

teacher who determines when they shall begin, when they shall end, and

what form they will take in between. The teacher (or other staff

member) determines the rules, develops the curricula, buys or produces

the learning materials, devises the learning systems, determines the

teaching systems, and is responsible for the control and discipline of

the children in his care. The teacher is the evaluator and the dis-

ciplinarian and sets the values and standards for the class.

The traditional school is past and present oriented with

minimum consideration for the future. Past and present scenarios are

studied; alternative futures and life styles receive minimum attention.

The traditional school does not practice unconditional

acceptance and is seldom aware of the phenomenon of self-concept and

its processes or "man's two-track inner computer." Cognitive learning

is emphasized and affective considerations are minimal.
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Table 8. A Comparison of Selected Qualities of Modern and
Traditional Schools.

Quality Modern School Traditional School

Psychological Humanistic Behavioristic
Orientation Perceptual Freudian

Raison Individual Socialization
D'Etre Child Academia

Focus Child-Centered Teacher-Centered

Leadership Child Teacher

Curriculum Child Teacher
Development

Materials Child Teacher
Development

Control Child Teacher

Discipline Child Teacher

Evaluation Child Teacher

Time Present and Past and Present
Orientation Future

Acceptance Unconditional Conditional
of Child

Primary Learning Confluent Cognitive
Emphasis

Attendance Voluntary Compulsory

Movement Free Controlled
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The next objective was involved with the conclusions to be

drawn from the empirical study itself: What is the relationship

between the school philosophy and the development of self-concept?

Does the modern school help children develop a more positive, healthy

self-concept than the traditional school? What is the psychological

affect on children's self-concepts, self-adjustment, and social

adjustment?

On all subjects the answer is overwhelmingly in favor of the

modern school. The test results indicated that children in the modern

schools tend to develop more positive self-concepts, have better self-

adjustment, and better social adjustment.

From an analysis of the data, the conclusions drawn provide

this picture of modern school students.

Modern school students tend to develop, acquire, and maintain

more positive, healthier self-concepts than their traditionally

educated counterparts. They have higher levels of aspiration and

strive for greater challenges.

Modern school children are more satisfactorily self-adjusted.

They do things independently of others and direct their own activities,

are emotionally stable, and behave in responsible ways. They feel that

they are well regarded by others, feel capable and attractive, and have

faith in their future success. They have a sense of participating in

the policies that govern their lives and enjoy a sense of personal

freedom.

Modern school children tend to enjoy their families' love and

the well-wishes of good friends; they get along well with their

teachers and feel proud of their school. They face life realistically
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and strive for real successes.

Modern school children are better socially adjusted than

traditional school children. Their social skills are more effective

and they exhibit a genuine liking for people, subordinating their own

egoistic tendencies in favor of the interests and activities of neigh-

bors and friends. They are not given to bullying, frequent quarreling,

disobedience, or vandalism. They tend to avoid actions that are

damaging or unfair to others. These children tend to feel that school-

work is adapted to their needs and levels of aspiration and that

teachers like them and respect them as individuals. They feel that

they count for something in the life of the school.

In all these qualities of self-concept, self-adjustment, and

social adjustment modern school children exceed and excel traditional

school children.
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Recommendations for Further Study

The following recommendations were generated from the process

of this investigation.

1. This study should be replicated with a variety of

populations to determine a more generalized applicability of the find -:

ings.

2. The SPRQ should be modified and used under tightly

controlled conditions to improve validity and consistency.

3. Similar studies should be conducted using other

self-concept instruments in order to reinforce or challenge the con-

clusions of this study.

4. Future studies should concentrate more directly on

demographic information in order to ascertain other possible variables

affecting the relationship between self-concept and school philosophy.

5. Future studies should endeavor to find schools that are

more polarized along the modern-traditional continuum.

6. Future studies should concentrate on the interaction

between schools and sex and on the differences between male and

female responses.

7. Future studies should consider the whole construct of

self-reporting. Researchers should attempt to correlate the findings

of self-reports and observational or other non-self-reporting tech-

niques.

8. The students tested in this study should be re-tested in

one or two years in order to have a stronger pattern of development as

a basis for accurate conclusions.
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"The holy Rav Yisroel Salanter used to say, 'Know yourself'."
He was talking about the nineteenth-century European rabbi
who was the founder of the musar movement. "A person must
know who he is. A person must understand himself, improve
himself, learn his weaknesses in order to overcome them."
(Potok, 1969, p. 168).

From the Delphic oracle to Rabbi Salanter and beyond, man has

striven to know himself. If able to look deeply within, he finds that

he and his fellow humans are normally good, kind, industrious, and

creative. Workers and artists try to produce good works and students

try to learn well. The better one knows oneself, the better person he

finds he is and the better are the fruits of his labor. To "know

yourself" means to know your best self; the best that is within you.

It is this self that brings forth your best efforts, your best

creations, your best life.
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APPENDIX I. SCHOOL PHILOSOPHY
RATING QUESTIONNAIRE (SPRQ)

7TAC122S1 ,lease indicate by checking () the appropriate space,the situation or philosophy
that 77ESZNTLY ?P=LB in your class and school. Be -sure your eeeponee indicates
'11AT 23ESENT :S and not necessarily what 401.1.1d be ideal or ie elnned for the
future. ' "erns only one (1) space for each statement.

aTINTSTnATCRZ/S1,ER77SORS: ?lease indicate by checking (,) the appropriate snace nat you
assume or believe or know to be the situation or philosophy that :=7.77=
PRZTAI:Z in your 5th and 6th grade classes and your school. Be :ere peer response
indicates WRAT ME ?RESENT 13 and not necessarily what you would desire, would by
ideal, or is planned for the future. only one (1) space for each -statement.

!. Studente are encouraged to develop independence.

Students have a major oice in rarriculum development.

. Students are assigned to classes according to maturity level regardless of age. ....... e 10
B. Zech student's learning ability is identified (ex: rapid learner, average,

:low, disabled, retarded, etc.).

Students ace encouraged to follow their own interests.

The teacher is the unquestionable authority for decisions of eight and vreng.

Students are allowed to set their own learning goals.

B. -7eaching and le.. lag goals are flexible, earytag free student to etudent.

9. Reliance on authority is a primary basis for acceptance of ideas and data.

10. Teaching is oriented toward problem..eolving.

11. Students are evaluated in terms of conformity to and fulfillment of
prescribed standards.

12. Students are expected to accept ideas ?resented by those with greater
wisdom and exeerience.

13. Students participate in the development of assignments.

14. Students are tested for their memorization or earaphrasing of texts.

Textbooks are assigned or covered as completely as possible.

?acts and ideas are covered through class lectures.

17. Course content follows a syllabus mitten prior to the first try of school.

13. The teacher's .actions are u.ided by her responsibility to the children.

19. The teacher's actions are guided by her responsibility to the echeol board
and school administration.

20. Student evaluation is noted by letter or number grade.

.110MOM .011.M10 'MOMS .0100.

.11001.0 mmlimm mOMM .MMMOM

.MOOM .11100M .OMMED

.wm.. mMIMOW, AMMOM

mimmiMO rowel= AmOMMM

AMOIMM mildOMO ...MO

.1.12.110 .Mmmin .mMOM ,011.

.111

21. 7iolations of class or school rules are punished.

22. 7r:organized experience and play are acceptable as learning Activities.

23. Learning situations are highly structured.

21. Studeete earticipaee in the determination of school rules.

25. School rules and reenlations are flexible.

S5. Rules and regulations emerge and are codified by daily neceszitiee.

27. The school's primary eoccern is irt.liectusl exploration.

vw/0.0

m..100

IM



2t. 'Iasi-ties of books and other materials are used rather than textbooks.

:.".% The student is exposed to a variety of media for mastering subject matter.

;0. The curriculum emphasizes active exploration, independent discovery, sed
r:erronal expression.

31. Students are encouraged to learn by exploration and discovery.

32. Learning is viewed as an outcome of a student's explorations and experienceu.

33. The students's learning is focused on becoming informed and skilled.

34. Classroom activities and pursuits are viewed in terms of student self-
fulfillment.

35. School priority is cultivation of individuality.

56. Cognitive development has primary emphasis.

37. Class emphasis is on being, as opposed to becoming.

38. Childhood is viewed as having its own intrinsic ands.

39. Cognitive and affective considerations are blended.

40. Talues clarification is a part or consideration of each day's clacswork.

sl. Learning effective interpersonal communication skills is emphssised.

42. Students are encouraged to compete with each other.

43. Students are encouraged to academically outperform each other.

14. The curriculum may be student initiated.

45. The schedule of classes supercedes the desires of the students.

46. The students may determine the classroom activities.

47. Ctudente determine the curriculum.

48. Classwork may be student initiated.

49. The teacher adapts to each student's learning modes.

5c. The teacher adapts the curriculum to the students' modes of learning.

51. The teacher determines how skills and ideas will be learned.

52. The student is expected to adapt to the teaching style of the teacher.

55. The teacher determines which activities will be used for specific learning

experiences.

3S. Students' learning activities are self- directed.

55. Students say determine their own learning activities.

56. Students are allowed to select the materials through which knowledge and
skills are learned.

57. The teacher foster's each student's pereonal grewth.

30. The school determines the path of development that is most desirable Par
the students' selfare.

59. One of the teacher's main responsibilities is to maintain order.

50. Students are helped to acquire knowledge and skills as their curiosity

and desires demand.
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61. Acquiring skills takes precedence over creative thinking.

62. The primary task of the teacher is to teach.

63. The teacher modifies student behavior along acceptable lines.

64. The teacher assumes the leadership role in the teaching/learning process.

65. Subject content is more important than learning about processing functions.-..- .110

66. The teacher and students participate in trust-building games and exercieee.

67. Students may decline to participate in class activities.

68. The teacher expects students to do some of their assigned studies at home.

69. The textbook is the foundation of the teacher's lesson plans.

70. Students sit in assigned chairs in designated arrangements.

71. The curriculum concentrates on basic subjects.

72. Instruction is in large groups.

73. Textbooks are used to the maximum

74. ?re-tests are given prior to making student assignments.

75. Assigrments are designed so that different levels of achievement are
recognized.

76. Student progress and achievement
or letters.

77. Student progress is reported to parents by means of anecdotal reports or
personal conferences.

is reported in terms of percents, numbers,

=0110 .11110 =111111

=110101 .11.00,

.11M11101
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0.11011110 emalIMO

MENEM. 4.1.
78. After school repetition of clasework is used to improve student performance.

79. Student zroupinge are flexible and change frequently.

30. The teacher actively participates in the class activities.

31. Aggressive behavior is immediately subdued and dealt with outside of class.

32. Affective experience is integrated with the cognitive dimensions of learningi_

33. The school program pays as such attention to personal knowledge (knowledge
of oneself in relation to self, others, and society) as it does to public
knowledge (knowledge of external realities.)

34. The students' unicue life styles take precedence over their lcme7tication
into the school and community.

=111

ONINIWa .1111.

35. The curriculum is designed to enhance students' self-concepts.

36. The teacher as positive realistic attitudes about herself Ind her ability.

37. The teacher /taws herself with respect, liking, anal accertancr. =b .11101.

18. The teacher believes that all students can achieve at a high 'evel.

89. The teach" believee that some students achieve at a high level. -sea ot
a low level, and some not at -ill.

mINIMO AIMENIMINI

90. Thr teacher believes that some children will not achieve ii-niftcantly. /MORINO

01. Students are physically touched by the teacher. aoM10

92. The teacher communicates to each student that she is aware of and interested
in the student as a unique person.



93. Some students are viewed as competent, some as less than competent, and
some as incompetent.

94. The teacher is aware of parent beliefs, values, and student expectations.

95. The teacher serves as a model of genuineness with no "front."

96. The teacher engages in private and personal conversations with students.

97. The teacher promotes and fosters positive self-concepts in every child.

98. Students are allowed to challenge the teacher's opinions.

99. The teacher shares her feelings with the students.

100. The teacher is courteous to her students.

101. The teacher maintains a permissive class environment.

102. The teacher uses ridicule and sarcasm to maintain class control.

103. Corporal punishment is allowed in the school.

0

A

Y 1

.1.11MIN MMII
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104. School work or additional assignments are used as punishment tools.

105. The student is kept aware of his shortcomings or failures. =0
104. Students are permitted to make mistakes without penalties. I

Me teacher may manufacture honest success experiences for some .3tudents.

108. Students are taught to value and defend human rights.

109. During class activities, the teacher keeps a constant check on students.

110. The teacher shares planning and decision making with the students. . m
111. The teacher trusts students to work effectively on their own. 1110

112. The teacher recognizes that some students to not want to learn. .0=0111 =IMMO

:n the classroom:

115. desks are precisely arranged facing the teacher. .mimfm

11':. movable desks are rearranged to fit the activities of the moment.

'15. students engage in interpersonal relationship exercises.

16. moot of the students' time is spent sitting rather than moving about.

117. students are allowed to disagree with and confront the teacher.

118. spontan,:ous play is encouraged if it is not physically dangerous.

119. play iz encouraged as a personal channel through which the ,student learns.

120. furniture and fixtures are child sized.

121. students have the freedom to move about at will.

112. students must receive the teacher's permission before speaking aloud.

...W.I. .01111111

iMIM11 .1=111111=

123. the teacher may allow aggressive student behavior as a learning experience.

124. students receive special privileges for good conduct and high achievement. ONIENNI.

125. the teacher presents her professional self, rather than her personal self
to the children.

I sincerely appreciate the time you have taken to aid me in this study. Perhaps this research

will, even in a very small way, give additional insight into the processes of education.



APPENDIX II. PERMISSION SLIP

11 December 1978

Dear Parent,

The Beaverton School District is cooperating with Oregon State

University in a research program conducted by Mr. Dorian Ross as part

of his doctoral thesis. Mr. Ross will be visiting our schools during

the next two weeks working with some of the sixth grade children

During that time, he will ask the children to complete two short

questionnaires_ Only those children who have permission from home

will be able participate.

The questionnaires consist of a series of statements a child

might make about himself. They are not tests of mental ability or

school achievement. The results will not identify any child by name

and they will not become part of the child's school record. The question-

naires will be given during school hours.

Mr. Ross, an Oregon educator for 25 years, hopes that he will be

able to include your child in this project.

To cive permission for your child's participation, please fill in

the lower portion of this letter and return to the school before Friday,

December 14. Thank you.

, parent or ouardian of
(parent's signature)

(student's name)
participation in Mr. Ross' research program.

give my permission for
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