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ABCTRACT

There is geneeally a lash of research in the avea of self-concept development in

the classyoom, as related to Black education in general, and at Black colleges of

education in particular. The lmportance of zelf-concept in the academic situation

and the need to develop it in Black education was a motivating reason for the

currant research study. The study was undertaken at the Soweto College of

Education., The aims of the research study vere:—

1.  To assers the attitudez of trainee teachers vregarding self-concept
development in the classroons,

2. To provide for experiential involvement in a vropramme where the trainee-
teachers were given an opportunity to explore their own self- concepts.

3. | To devzlop a programme of self-concept erhancement skills for implementation
in the classryoon.

A hifsctorial design was emploved. Self-completed pre and post questionnaires

weré administered to a sample of 50 subjects in the second year of study at the

college. Tho suhizots belonged to two separate classes of students enrolled fﬁr

the Pre-Primary Teachers’ Diploma couree. Tiis one clams consisting of 27 students

was randomly assigned to the experimental group, whils the other class of 23

students was sssigned to the control group. The experimentsl group underwent an

intervention programme over ten weekly seasions comprising the following main

conponents: —

(1) Theoretical input on self-concept development through formal meminars and
discussions.

{b) Skills training on self-voncept anhancement in the day-to-day dealings with
pupils through she use of classroom exercises.

(¢) Experiential exercises for the trainee-teachers in an attempt Lo develop
their own self-concepts,

Chi-~square analy=ig did not show a significant ¢hange in the seif-perceptions of

the trainee~teachers involved in the intervention programme, as compared to the

control group. However quilitative analysis did show improved perceptions towards

the importence of self-concept enhancement skills in the clagsroom.
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1.

INTRODUCTION

"The tutor was working with a flfth-grade boy in the remedial
reading programme by using & suffix wheel. She was trying to teach
him the meaning of wo.ds ending in "less™. The first word which
sppesred when the wheel wes turned was careless. What does that
word mesan, cohn?” "Well, that mezns me, because my teacher is always
telling me how careless I am with my work."

"Let"s try another word". "What does this word mean?" as useless
cami upon the wheel. Without the little laugh, this time Jobn said,
*That's really ne? My mom is always celling me how useless I am
arcund the house."” The teacher talked s bit about the meaning of
useless and careless and sald, "Ready? Here is another word.

what does this word mean?” as worthleus came upon the wheel with

no snile and with a deeply sexrious tone, the answer came back,
"That"s me becauss L 'm not worth a thing to anybody in this world!!"
(Felker, 1974, p v).

ITha'abave quotation highlights that for a child to gain self-esteem

or to view himself in a positive way, it is necessary for him to
feal he is competent, he is worthy amd thet he belpngs. Felker (197

hag stated that when a child is bhorn he does not have any of these
feelings, but that he or she Wuickly begins to davelop them through
contact with significant persons, who, to a very great extent will
datermine what view the child is going to have towards himself or
herself.. Parents and teachers are pecple who significantly
influence children in how they think and feel about thowuselves,

and should therefore strive to keep children from daveloping a

negative view of themselves as they meat the challenges of life.

For vears cducational psychologists have described the powerful
effect of messages children hear about themselves., These messages
axe often walled self-fulfilling prophecies (Biehler and Snowman,

1932) and teachers and counsellors hsve observed the potency of
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children;s behaviour (Biehler and Snowman, 1982) in Downing, 1985 .
Bandura, as clied by Downing (1986) pointed out the powerful

impact mf A person’s soclal learning. His reyearch indicated

that children are draatly infiuenced by messages provided by
significant others, and that childhood suggestions may continue

to influence behaviour in adulthood.

THEORIES OF SELF

The congtruct "self" hag been of interest to bith psychologists and
educationists aliké. A perugtl of the llterature indicates that the
earliegt beginning of interest in the concept of self dates back to
William James and Sigmund Freud in the late meventeenth century.
James considered the ego to be the individual®s sense of ident:ty
| ard for him identity had wvarious aspects including the mental,
spiritual end sotial. He regarded the percepticns which an
individual had of himself or herself as an important variable in
understanding human kehavicur. Once he was sald to have remarked
that "whenever two people meet there are really six people nresent.
There is eac man as he is, each man as the other sees him, and each
man as he saeé hinself" (Felker, 1974, p.l18). Accoraing to James,
whis view each individual has of himself/h self includes feelings
and perceptions ahoﬁt the self which arve distinat or different from

reality but are equally important for its understanding.

Sigmund Freud s work extended the concept of “"ego" furthker and added
the vital diaengsion of "dynamics” to the ldeas of the self

(Felkexr, 1i974). In Freud's view the ego is similar to the self with
an emphazis on the dynamic-directing qualities cof the self. 'The
heavy emphasis on the psychedynamic role of persunality im his
theory suggests that the ego 1s seen as the "efficient organizer and
maintainer of balance." Felker {1974) mentions that although Freud's
ideas seem to have eluded empiricai testing, they have had a lasting

effect on clinical psychology, and many of Freud's pupils have given
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emphasis o the ego or self even when they have shifted away from
his other ideas.
Annthar group of theorists approa~hed the concept of se=lf from a
humanistic point of view, a view that assumes that man naturally
strives for those things that are most conducive to personal
growth and gself-fulfiliment., Carl Rogers and Abraham Maslow
exemplify this approach to self-theory. According to Rogers, each
individual has a basic tendency to strive to actualize, maintain
and enhance himself. For Rogers, an individual who develops a self
which is uniquely his own, is a fully-functioning persomn, and in the
progess of beroming £ fully-furctioning pexrson, ihﬁ.individusl noves
from facades and external evaluaticns and motivations into greatex
avareness of and dependence upon the self ag an evaluator and
motivator (Felker, 1074, p.20). Thus, for Rogers, a fully
functioning individual moves from an ﬂxternal locus of control an
internalized one. Rogers further postulates that self-actualizing
tendencies afe biologically determined, but that the direction of
growth po@entiai is culturally determined by parents, teachers,
peers and.othar significant individuals. In this regard, Rogers”

viewpoint supports Bandnra's concept of social learning.

Recent research by Siann and Ugwuegbu, (1985) cltes a view teken by
sociologists like Mead and psychologiéts sucl 3 Rogers who tis
self-pictures to role and consider that pecple may have a series of
different selves -one at home perhapa another at work and yet
another at play. They explore the relationship between themselves,
that isg, whether they are separate or interdependent. The above
cited authors believe that, by the time people reach adulthood, they
should have an underlying consistency in the self-picture which
helps to integrate the varlous roles they play. This view suggests
that despite the different roles played on various uceasions,

cextain underlying values and attitudes are held in common
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from situation ;o situation, and from role to vole. Agailn, this
line of argument seems in keeping with the general view haid by
self-theorists, a view that 1f pedple see no relationship between
themzelves in diffevent situations and at different times, they tend
to feel confused and disoriented. The authors therefore ccnclude
that it appeaxs although we play diffarént roles in different
situations, certain threads run through ouxr pe:sonal functioning

because we remain fairly consistent in our valﬁea, attitudes and

relationships.

Exik Erikson's theory of paychosocial development seems to lend
itseif readily to educationel settings in that it emphasizes the
continuing developmenit of the child’s view of self as well as his
relationships with others. This is apparent in Erikson’s postulate
of the psychesocial stages of development which descrihe human
development throughout lifa, from infancy to old age. This theory
therefore has fat-reaching implications for teachers at every level.
Erikson (1963) postulates stages of paychosocial ego dévalnpment,
with each stage characterizad hy a peychosocial task to be resolved,
mastered and accomplished. Each psychosocial stage 1s accompanied
by 8 "cerisis” which, when viewed as &« dimensional attribufe, :
includas both a positive and a negative component (Hjelle &.Zieglex,
1987 p.118). Corey, (1982) states that to a large extent our lives
are a result of the cholces we make at cach of these “"erisis”
stages, That ls, 1f the task is.apprapriately accomplished it gives
the growing child a “"sengse® of competence and a sense of reallty as
he/she becomes aware that the way he/she masters experiences is =
successful variant of the way other people master experiences in

thelr surroundings.
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Diggory asg cited by Falkar (1974) states that faeling compatent is
an important ingradient ﬂt self-esteem in that pecple evaluate
: themselves on the basis of bow efficiently they master and
accomplish ;hat they set out €0 do. That is,: 1f they are in school,
_they are likely fa evaluate themselves un how effaciently;?hey
master school subjetts to which they hnave given effow F
This theretfore makes the role of tha tencher a ceatral concern in the

" development of the sege of gelf and self-attitudes of childran.

In terms_ﬁf the focﬁs of this research stviy snd the sample group
chpsen, tréinee-?gﬁchers in the Pre-Primary Teschers® Diploma Coursa,
Erikson's fourth"psychuauéial itage nnmg;y'"industry varsus
infariorityg“ is of particular significéﬁ&a This stage occurs from
about age gix to aga aleven vhich is the primary achuo& period.
During this stege tha child is expactad tn learn. cultural skills
through raading, writing and ao—aperating with others in structured
qctivitias. According to Erikson it is during thia ataga that childré:
iﬂevalep 2 sense of "industry" when they begin to comprehend the
Htechnology of thelr culture through 1nteraction with athera. In this
context the term "*nd;stry characterizes »~ major @hama of the
period where children are pre-cccupied with cha manner in which thing:
operate. During this period, the most impaxtant 1eascn that children
laarn is "the pleasure of work complation by steady attention and
persevering diligence” (Erikson 1%62, p.259), from which develops &
sense of competence., If & child suecessfully develops compete- e he
gets praise and feels gnod but if he fails and is criticized than

he feels inferior. The child‘s ego is now "I am what I learn"

(Hjelle & Ziegler, 1987, p.24).

Erikson cautions sbout the dangers of this stage which iz the
potential development of & sense of iasferiority or incompetence.
For example, if the chiidren doust their skills or status among peers,

they may get discouraged from pursuing further learning because



attitudes towards teachers and learning are established during this
period (Hjei1é & Ziegler, 193?). A sense of 1n£e:ioritv may'glao'
develop if children discover that their aex,orac;, religion or
socio-aconomic status rether than théir own skill and motivation

is what determineg theilr worth as persons. Of note is what Homachek
syatealwhen.ha writes that "the importance fundamental to all that
happans”subséquently'in one*s life, and thet although the evidence
is not.unequivocal, there is considerable data to suggest that all
things béing equal, oha‘a psychosoclal development continues in the
direction in which it starts® (Hamachek, 1985, p.136).

From the ahove digoussion of thecsies it is clear that eacn bf the
apprcaches to aelf-concept has added to the understanding of human
behavicur and the rola which saelf-concept plays in thay hehaviour.
The emphasis on. the dynamic qualities of the self hgﬂ pointed out
the nacessity frr looking at self-concept not onggraq anp:oduct of
what others do to an individual, but alno as a daterminer.of what
the individual does (Felker 1974, p.21). Similarly, the assumption
made by the humsnistic!theories about the possibiiities for human
growth ﬁ%vahémphasized the need for schuols and other'organizations
in which children operate to develop growth-facilitating environments
The present study"s interwvention programme aims at addressing this

need.
N .

WHAT ‘JHEN IS SELF CONCEPT?

Various definitions of salf—conéept have been given inter alia by
Jersild (1952) apd Rogers as cited by Purkey (1970), and‘Felker
(1974), all of whom emphasize the complex, dynamic, consistent and
unigue nature of the éelf—cancapt. Perhaps the iwa.most
conprehensive and ail inclusive def@nitiuna hava.haen glven by
Felker (1974,p 2) who defines self-concept as:-
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) " E ”.,....tha sun total of tbe views which an
individual hes of himself o haraelf,
dhique set of percaptiohs, 1deaa, and

a':i _v.attitudes about self.”

Fo

ﬁ-and that glven by Hamachek s cita& by Siann and Ugwuagbu o
?{1985 p 73) vho define self-concept as.-

. "eses.that private picture es - of us has T
~ which reflects who we think we .., what
£ we‘ feel we can do, .and how best we think | ,
T v can 46 it." : o
For the purpose of this raaﬁ'rch study fhlkex 8 (1974} ﬁafinition ﬁ

has beon used because Jt: i?’eclaatic in natura. -1t qﬁvers

“ impoxtant idess such s self-perceptions, ideas, nrl 3e1£-

pttitudas. all of which avre key comcapta in any ﬁﬁfiﬁitian Qf tha
self-concept. In pattiﬁu&%; this prinitian covers idaaa st&ted hyx

f?siann angt Ugwuagbu tl@&SY diffsrantiat&ﬁhaxmaan two

L:‘

ovarlappiﬁg camponanta of thﬂ salf namely sslf—connapt which is
aaan es what tha inﬂividua; thinks about himaalf or herself, and
is.thms the aognitivn component of salf, and self«aatnamuuhich i

‘the way an individual faals about himself or herself and i&’thus

tha affactiva component of tha salf._i . r AN

Hamnahak‘s Gefinitlon in Sism and Ugwueggbw {1985) identifies the
aelf aa having two diatinrt mmaningu namely, the self—asudoer and

_the galf asnobjact. agmording to this dichotomy, tha tatal salf

oxr persun, is diiferentiuted 1nta twn distinct aspects that a’low

- an individual to tnum; o8 the *knower" or the "1I", and in the sacond

part the "known" or che "me". Fbr Hanachek, aalfnconcept ia that

aspect of the self that organizes and: assimilates one' s

hparc@ptiuna and ehperiences into a coherent salf-picture wi;g

which one strives to be consisteat. This line of thought seoms



in keaping with the view expressed sarlier by Lecky in Hamachek,
1985 who wﬁa cne of the firut psychologistas to propose that people
develop pictures ¢f themselves that reflect basic axious of thelr
theoriaes. As Lecky (1945 described it, "the nucleus of

I .sonality around which the rest of the system revolves is the
individual s idea or coneption of himzelf". Any idea entering
the system which is inconaiﬁtent with the individual‘s concept.lon
of himeelf/herself cannot be assimilate i. 1In more cortemporary
terrs, Epstdin (1973) thhorized thet people strive to maintain
their "self-schemata" or to :ive in accord wi.a ““eir “"self

thﬂnfies“ {Hamachok, 1935, p.137).

From the foféguing disci vion of what the self-concept is, it
appeafa that no on; is hprp with a self-concept, but that its
dawlomnt is a life-iaong process that is constantly modified by
the ever-w ning experiences of the developing person. To this
and, Purkey, {1984), auggeats that the ingredients of self-concept
are primarilf goria® mnd are obtained through ccuntless

‘ 1ntaructions with persors and places. He svates that 2ach of us
attributes meaning to tke acts of others and we seek ta understand
ourﬁalves by studying how others refﬁta to us. Purkay (1970)
concludes that the self-concepts of studentis are heavily
infivenced by those who treat them as sble, valusble and
responsible, as well as by those who treat them a&kunabla,
worthless and irresponsible, again a zevrious implication for

alemantary school taachsrs;

RESEARCH STUDIES OH THE IMPORTASCE OF SELF-CONCEPY

The impcrtance of self-goncept has heen acknowledged and
documentad in numerous ‘research studies. Purkey (1970), for
exemple, presentad a coﬁprahenaive review of gelf-concepit and its
relationship to the sdujational process. Several other research -

findings bhava demcnstraed the positive relationship between
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academic achievement and aelf—goncept {Cohn & Kornelly, 1969.
Combs & Soper 1963; Smith, 1974 and Zirges, 1981) as citqd by |
iaonard & Gottsdankerwwillekena. {1987). Early reaearch
demonstrated a subatantial associatlion hetween selffconcept ana
acadamic achievement (Brookover, éhomaa & Paterson, 1964; Davidson
& Greenberg, 1967; and Herbert, 1968), also in ieunard et al

and revesled that self-concept wmeasures could be used to predict

school performance as early as kindexrgarten.

Other studies howevar, have railsed guestions about the nature of
ithe relationship between achievement and self-concept and hava

yialded conflicting results. For example, in a study of gixth-

grade students who were matched on inelligence but who differed .

ih academic success, selfi-concept and gelf-asteam, Muller, Fostar
& Wooden (1982) cited by Leonard snd Gottsdanker-willekens tcuad
no sign;f;cant differences in achievement be:iween high self-
concept and low self-concept subjects, thus challenging the
asauned relptionship between sslf-concapt and academic
achievegant. T 2 seme yaa: studies conductad_by Hangford & gaffié
as cited by Leonard & Guttsdanker-willekans (1987) on the “
relationship between aeif-concapt and %?auemic nchiavemant,
yvielded partisl sgpport for the view that a relationship exists
batwaan self~concept and academic achievement. In yet another
study conducted by Skay & Marcus (13582) on the effectivenaaa of
paraprofessional counsallorsg in a structured self-cdncept
enhancement programme for children with learning problems, results
showeﬁfg significant chenge in self-concept scores achieved by the
salf—cohcapt aenhancement: (experimental) group, an encouraging sign

for self-concept enhancement prograumes.

Ly

In a later study, Silverman & Zigmond (1983) tssted the prevailing
sesumption luat learning dtaablad adolescents have poor self.-

concepts. Results indicated thax mean scores of learning"ﬂiaabled

i



adaldaconts-wara camparable to.those of tha age nppropriugg nozM
teu,&ﬂ Tne dnaumnfian wag tharefora rajactad. |

The sume yesr Alawiya & Alawiys (1983} in Sienn and Ugwuegbu
(1985}'d6nductad a study on self-concept developmant of Gambian
elementery school children enrolled in grades 2, 4 and 5.
Measures of self-concept in the areas of physical maturity, peer

relations, acadeamic success and school adaptivenesgs ware obtained,

s
Results indicated that grade level wag the most important variable g

in the self-concept development of the pupile, gifinding
supporting aarlier gtudies in othar countrigs that assume the

| presence of such a relationship. ‘fhe overall analysis of their
results suggested that the patterns of self-concapt davelopmeht
 axperiences of school children in the West African country of
Gambia were uimilar to those of students in Western culture
(&1awiye & Alawiye, 1983, p.119). This bas an important
implicntion for this study when iaking into conaidaxation that the
subjects involv. . in this roaaarch study he}ung to & non-wastarn

community.

Accordingly, the problem of csuse and sffec™ in self-concept
_builﬂing haz been researched by among - others Purkeyw(197o}, Glbby
& Gibby 1967; as cited by Purkey, 1970; and Pelkar, 1974. Theaa
researchers gensrally concluded that the issue of whether children

sfe themgelves nagatively because of thair poor performance, or

whether they perform poorly at school because they see themselves

negatively is still unresolved. For example, Gibby & Gibby (1967)
{ap clited Purkagh 1970 ), explored canditiuﬁa under which
success and failure affec »d a person’s svaluation of
himself/herself, and cam; to the éonulusion that ganérally
students who underachieve scholastically or who fail to live up te
their own aéademic expactations, suffer significant losses in
self-esteem. Another study conducted by the same authors in which

they axp;qrad the effects of stress induced by academic failure

PR
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upon_saventh?gradq students, the results indicate that uqdér the
atress of failure situation, able cﬂildrgn pgffo;nad less
effectiveiy,-ten&bd to regard themselves lesa highly and showed a
dacremed% in intellectual productivity (Purkey, 1970 p. 25-26).
Similarly astudies conducted By Carlton & Moore (1966, 1968) in
Purkey 1970 led to the cunclusidh'that just B8 pdor parformance
iawurs self-asteem, successful peri wmance raises it. Thuo
researchers allowad culturally diaaﬁv&ntagad children to selact
anqadraﬁatige.ovn stories. They found significent changes in the
nolk-conacpt:of their subjects, as well aas imprﬁwad reading
ability Thay raportod that changas in aalf-concept ware

ralativnly permanent.

From tno abova mentioned atudiss indications seam to be that
success or faflyre in school significantly infliuences the ways in
which studento view' themselves. The unresolved imsue is whether
tha'ialt—canuapt detarnines scholastic performance or whathar
acholastic.sucoaga ox fallure shapes the self concept. Although
the dsta doas hoﬁ’prgvﬁda élaaf_cut evidence about which comes
first, the datn does séraaa the existence o£ a"“stron§\\ |
reciprocal relatioﬁahip“ (Felker 19?43, and this gives reaaon for
the assumption that enhancing tha'saif-concapt is a vital
influenca in improving academic performance Purkey concludes
that in the light of the influence of thé self-concept on'acédemic
‘achievement, it would seem like 5 good idea for schools to follow
the prebept "Bvery effort is made to ensure that -each entry has =
reasonsble chance to victory". '

Finally,_tha 1dea of aarly pravnntion or intarventiun with respect
to aelf—concept devolopment hes haen axplorad by rssaarchsrs such
.as Pearliman & Pearlman ag cited by Leonard & Gottadanker Willakans
(1987). These authors found that self-concepts of studenta in

grades 1 - 3'wa$5.@oréjaﬁsily changed than those of clder students
(grades 4 - 6). They hypothesized that younger children had




exporienced fewsr defeats than tha older ones and wers able to

maintain higher levels of saif-confidence, and that youngef

children were poasibly easily influﬁhqad hyraﬁthorityafignret nuch
- as purents and teachers, and were therafore more responsive to

efforts . by thesa pearscns to snhance aalfnconnept thef’ tha older

childxen, This is in fact & motivatinﬁ factor for thn choice

of traineg teachers in the Pre-Primary Teachers” Dipioma Course &s

subjects for thig stuldy.

11. RATIONALE FOR STUDY

ki

The litersture cited indicates that dJespite conflicting results
.%htainud in various studiea, thers is a positive raelationship
Hatuuen self- concept and level of achievement. Thus far, the
grauearchurt have isolated self-concept as one of the variables

" affecting schievement, and because verisbles in relationships and
hlé'ﬁaintirparsonal 1ntéraction occurriag in the school anvironment have
besn identified as ;nflu-ncing studant sslf-concept, thesa

J;xvuriahlat can‘ﬂffoct schcolastic parforuanau in students. Also,
_:?’hecnusa educational and psychological growth seem to be

" interdepondant (Lesmon, 1982: Scheir*r & Kraut, 1979), it appears
to ba important to detarmine ang promote the change-producing
varisblas involved in affoctive experisnces that anhance
atudents' self-concepts (Bayer, 1986, p.124). This is a major
motivating reason forug? |

is research stuady.

Despite the amount of raesearch done in first and second world

| countrias, and the ancouraging interast 1in fhird world countries
in the ares of salfécnncapt devalopwent in the classroom, there is
gensrally & lack of ressarch in this area inlnlack education in
general and at Black colleges of education in particular. This is

further motivation for this research project.

Another raeason for this study is that, in the Republic of South
Africa, the training of teachers still tends to rely largaly on



tha traditional modal of training which lays haavy amphasis on
academic functioning, and is highly ccntent—controd rathar than
pupil-centred. This particular trend seems to be in kaaping witﬁ
the social éyatam of tha country, which tends to stifle rether _
than promote creative th{nking by encouraging or aven damanding
conformity. Morswver, trainee teachers, like their qualified

 conterparts, belong to the traditional pstriarchal and

—
o

‘x_._.:{
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-suthoritarian communities where relating at the affective level is

generslly not emphesized. They therefore may nesd to explore thair
own knowledge of and attitudes towards their own self-concept
davelopwent and learn to develop skills for the snhencement of
aalfﬂaoncopt ;n tha clasaxroom situation, which is vwvhat this study

‘proposed-to do. It was also hoped that these trainee teachers on

complating the ocourse would share theiz knouled@é,and skills with
their countsrparts in in-service training programnes.

AINS OF THE STUDY

The aims of ths rescarch study were:-

1. To assess the attitudes of traines-teschers regarding self-
concept davelopwant in the classroom. |

2. To perido for experiential involvemant in 8 programme where
the trainme-teachers wers given an opportunity to explore

their own self-concepts.

3. To davmlap a progremme of salf-concept enhancement tkills for
implementation in the classroom.

'METHOD

%4

1. Subjects _
The subjects in this study comprised fifty trainee-teachers
snrolled for the Pre-Primsry Teachers' Diploma Courss at the
Soweto College of Education. The subjects wers in their
seconf year of study, éll females whose ages ranged between U

20 ~ 35 years. They belonged to two saparste classes, thus




2.

two compsrable classes Jf stidents were used in this study.

" The one class consisting.of 27 students was randomly aseigned

to the aexpsrimental group while the ethar class consisting of
23 atudﬁnts was assigned to the control group. It was |
bacauge of the time-teble constraine of the college that
@;ﬁéact;éiasaés had to be used. The choice of subjects’

ﬁho wera training tonteach at the slementary school laval
was 1ﬁ keeping with the research f;ndings.and suggestions by
Peariman & Pearlman in Leonard and Gottsdanker-Willekena

{1887), »  who advocate for the "investiment of aftort_by

. the elemsntary school ataff in programmes that aim at

_anhancing self-concept.”.

1=

Messures

o : @

2.1 Pre-Questionnaire (Questionnaire 1)

Questionnaire 1 wap anonymous and was designed to
measurs the trainee-teachers' sttitude towards self-
concgyi Gavelopment in ths classroom.

Part 1 of the questionnaire covered instructions,
fdentifying data on the subjscte, their attitude towarde
salf-&incept development and informetion aimed &t
determining the trainee-taachafs' needs fiom the
intervention programme. !

Part 11 of the queastionnaire conszisted of the
Cooporsmith self-concept Inventory Scale-"Adult Form®
(1967). This scale consists of a list of twenty five
evaluative statements regarding attitudna towards aelf
in Personal, Social, Family and Academic arsas of
experience. The itame are short statemants generaslly
answered "Like Me" or "Unlike Me'. This scale was used
to tap the subjects' attitude to the self or their self-

. V.

percaption.




‘The items of the inventory broadly cdvarad £ouy

categorias which ylelded the following scoras‘-'
(1) Genaral Self Subscale Score {GSS)

(2) Social Belf-Peers Subscale Store (S5P)

(3) Home-Parent Subscale Score (HPS).
(4) Sche® .cademic Subscale Score (SAS)

“A Total-Self Score (TSS):was.obtainad'which gave a

neasure of the subjects” self-esteen.

" The Coopersmith Self-Concept Inventory Sdnle was

salected four this study bgcaﬁsa of the”following

TRaRoNs : ~

1) It has previoualy damnnstratad high reliability
(Coogrrsnith 1967 in Wiggins 1578).

2) It has shown good predictive ability in forecasting
acsdenic performance (ﬁiqginn, 1987, p.129).

3) It hes demonstrated high corretations with teacher ’
behavicursl ratings (Wiggins, 1978).

4) It has shown high relisbility in indicsting self-
sateon acorcs-(Cacperauith 1967) in Wiggine (1978)

Part ;11 of tha questionneire consisted of an adap:ed

Incomplete Sentences Test from the Purcell incomplete

Sentences Scale which wes developad -in 1967. This i= a

forty item scale of incomplete sentences that ars open~
ended snd are presented to the subjects.

For exsmply, "} get angry wian tesesse". The acele was
devsloped for use with Black adolescents by the National
Institute for Personnel Ressarch (NIPR) in the field -
Vocational Guidance. The scale is non-standardizsd and
is qualiitatively analyzed. The items cf the sdmie are
designed to generally tap, explore and elicit feelings

" ¢ and attitudes in various areas of interpersonal %ﬁ

ralationships, for example self-ésteam; social-self,

family dynamics, academic self and relations with peers.



2.2

' the Incomplete Sentences Tast was selected for use in

this study because of the following basic underlying
assumptions about the scale:~

- It's semiustructuréd form allows foQ more £1ax1bility
and openness in subjects to discuss material that is
Wsignificant in thelr lives.

=~ Ag in other pfojactiva methods of teéting, aubjects
ragponding to the imcomplete sentences test raveasl
general personality styies sas well as ciues about
specific conflicts. Exsmpies—of these are family
dynemics and ﬁaer relati;hahips.

- In talking about others the individusl is apt to
reveal himself, for axanpln in responding to a
statement like "most people want....”, the respondent
would project his/her own thoughts and feelings.

gg;g;guastionnairn\\Queutionnaira 11)

Questionnsire 11 wes also anonymous and was deaigngd.tod
esvaluate the intervention programre. Itaﬁs 1 -4 of the
Post~Questionnaire were the same za t;a
Pﬁe—Quastiannaira regarding instructions, identifyi;g
data on the subjects and their attitude towsrds self-

concapt developnant in the classroocm. Itemg 5 - 10 of

the Poat—ﬁuastinnnaira for the experimental group

included items degigned to evaluate:-

1) The usefulness/importance af taa intarvention
_Iprugrimma.' !

2) The programme content. ' )

3) Tﬂa methods of presentation used in the programme,

4) The prbgramme leader.

Contents of parts i1 and 111 remal \ad the same as in the

Pre-Questisnnaire. }

vl
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9rocadura

'.fhs PFre~Quastionnaire (Juastionneire 1) and the Post-

Quqstionnai;a ggueatiunnuira 11) ware administered to both
the experimental and the control'groude At pre-testing two
Se;erats lecture rooms were usad, with experimental and
controi graupa accommodated separately in their usual lecture
rooms. The control group completad tha Pre-~Questionnaire
undar the sauparvision of thelr class lecturer, whila the
resesarcher remained with the experimental group throughout
he complation of the Pre-Questionnaire. ‘However, the

iéaeafchar_waa'availahle to clarify any questions for“both ‘
groups. On the banis_df the.findings of the Prgvouaationnaire
administerad to the axperimental and control_groupé, an
intervention prngrammﬁ on self-concept enhancement skills ﬁns

developed. The intervention programme comprised ten weekly

group lasai9ns which wers held with the axqar;mantal group.

The Jduration of each session was threa hours and the

' fo}lowing were the main components of the intervention

programme: | |

{a) Skills training o;'salffccncapt enhancement in tha day~
to-day dealings with pupils, through the usé of
classrocm exarcises.

{b) Experiantiql exercises for the trainae-taachers_bn thelr
own gelf-concept development.

(¢) Uhecretical input on self-concept development through

| Eﬁ%ﬂal seminars and discussion, '

The end of the ten-week intarvention programma w:s pianned

- such that it co-incided with commencement of the three wesks

practical school experience where respondents were sent out
by the college to schools in the community. This arrangement
was aimed at facilitating opportunities for experimenting

with and trying out practically the skills learned in



the group, in the actual clnacrnoﬁ gituation. At ths end of
their school axperience, the Post Questionnasire was
adminiatd:ad to both the saparimental and control groups.

'At poat-testing two smparate lecture rooms were again used

wdth sach group accommodated in thair uaual lecture ruom,
w&ih the control group under the supervision of their clasa
teacher while the experimental group was supervised by tha-
ressarcher. o |

At the snd of the yesr the researcher met informally with the
- Head Of Department concerned end tha college staff to |

asccrtnin sowa verbasl feedback on tho studants and tha

effacts of the intervention programme.

Forms of Intervantion

. The intervention prouramus took the form of ten weekly group
-wassiong, with aach 3 hour sus-ion foculsing on a specific

theme, nontsnt and ?bjactivns. Table 1 consists of a sunnury
of the ten weskly grunb seseions. <
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' FORMS OF INTERVENTION !
’ . 5 v T _-.f'_.,__ an
SESSION JUURATION ) THEME /CONTENTS OBJECTIVES } NETHOD iﬁlﬂﬁlﬂﬁﬂl&s ACTIVITIES ; ) Emumpu
One 2 Hours | Getting 1o know sack |1} To Infroduce group f) Large group Neme Tags for |1} Sitting In & circle initially grovp membera }
| other. Inader, wyse!f, activity, wvery manber §2) Each group member wera quite iphlbited.
- vourself. 2} Sn!l'gronp to faciitiste ! latroduces harself. " jThoze who shared did not go
| 2 Taget to knowone | activitias, inttoduction. 13) Brasking info pairs - jheyond telting us sbout |
ahother. {3) Discussion end changing palrs. | fam} 1y members-nothing more}
. 135 Estabiish a relation-] shering. {4 Coming Into circle. personat.
' ship, o 10} GAE : TRUST GAME The jeadsr modai ltd sharing
i 4 Establish group . {and seli-disclosure, to
| trust, Yitrle aveil. }
| ! . ' ' : ¥
| Two % Hours | Knowing end under- |Further develop-knowing ll) Blg group [Name tags to 1) Getting into cigsle, Lender playsd rols of |
i standing ourseivez, |one another. activity, [tacititate 2) Mewber introduces herself +o|facliitator while modetiing]
{ | 1Stringthen group trust |2) Smatler groupsiaddressing one] & person next to them ~ lsharing. The group mwsbers |
i 'l {wnd coherence by | ftor sharing. |anciher accuwe)ative offect. {took & 1iking to this |
} 1 lfostering sccepience. |9} Report back. [porsonaily. |3} Add quatificative prafix, factivity, discussed high - |
] i | . i { i 4) Divide into Bicth Order spicitadiy about common/ |
i | ; } } I {First born chiid, migdie - {difforent roles es regards |
| § } } i born, only child, last born) [their birth order. Only !
i ] i i i 3 Jiwo mesbiors sxprassed i
i } ) | i f |concern at the fsct thad |
] | - l | j | [thwy were - Yoniy child™ - |
1 l | i { | b [taalings relatad +o this |
| i ] i { I i |were refiscted.. |
i s | i | Iy L= { _ |
" \;; [i"-.
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i a ] l ] P I
SESSION [DRRATHGH THEWG/CONTENTS % QBJECTIVES RETIOD Alns;msmhts; ACTIVITIES } EVALY: (N 1
{ 1 ! 4 i _
Thres § 3 Hours | Theoretical back -~  {To glve the group i) Lecturing. ["Paanuts® {Rols play of characteclstle - |This session was factost
groadd to Self - Viheoretical hackground |2) Question and [cartoon. REM[\?IGSSI'M interaciions that  |[snd informatlve, with group
i Contapt, [+o setf-concapt ansunt. M "-1-5) abhance/destroy saif-concept, [members keanly lesralng new
} 13 Definition. | davalopmeni. 33 Wale play of [Hotes on Jvocabulary ard soncepts and|
|27 Hom seit Is formed. compon scanes, | Hhory 0¥ GAME @ TRUST GAME lrelating them +o existing
3 fow it (s related |[Osveiop sensitivity o [4) "Peanuis® salfwcorceph [knowiadge, 1+ was
to Isarning. ways of snhancing/ cartoon. dovelopmant, | . Jtntarsstiog vhei sembars
&) Factors that destroying i+, % Brainstorming/ } - |tooked back at purticular |
shhanca/desiroy 14, buzzing. lexperisnces/situationt and |
} {To Incresse knowiedge |decidad whether they |
about self-concapt. [destiroysd ar enhancwd self
concept.
{
Four % Hours §1) YIALACY Story of 1.4 Try lo facilitale the Discussion Coples of the {1} Group reads story This was & difficuit
*Thamb!", Moutldis; - strong self= "adapted" tMadapted™) of *“Thambi’s” |sexszlon in that i+ ralated |
iz} Labeliing concapts, 2} Role play. story of | day. to the subjaxts® bitterness|
‘ collage staff, 3 Reflection of {*Thambi's {2} "Ripping ofi" pieces of with regard 1o college i
|  [Oramstically demorstrate] feslings. day", |  "Salf-concept® in response [steff, a fricky situation
] [how the self-concept ¢an C ] to kiiler statements. jthat tha group ieader dried
grov/be destroved ~ 2 Blg colour{5) "Fantasy Teiy'for refmation.[++ hardle by mainty acknow~
influence of detly -ad shests | o Swdging and refiscting on
§ events on self-concept of paper. | | fealings ~ aveiding beling
deyalopme.it, . .1 fudgement st
| and
i Five 3 Hours | How we sppear fo 1} Undersianding how  |1) Narvattve.  |[Paperd ;anci'l Hunding our ghotostat coples  JAaciher smotlona) by Soaded |
) cthnrs, others see us, 2 Discussion, O pans. jof Cartoon - session as group members |
2) Yow thelr percepfion {3} Completing Cartoon 2) Raad together - allow sharad how they had |
of uz might affect |  sentences.  [*People response/i. suftered prejudice and |
i i us. I _ [Hogather®. 3) Sentence Complisilon, humi Viation from the i
A 3} Refloct on ralated k) GAME,'GROUP, YELL X Jecturing steff. i
g teellngs. "iohari LAUGHTER ™ {
S Window™. Senaralty the session |
f succeaded in &)lowing then |
! : an opportunliy to reflect |
| I on Their *esllngs. i
L. H | )}

0z
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;sess;m DURATION |  THEME/COMVENTS  OBJECYIVES METHOD | AIDS/MATERIALS ACTIVETIES ! EVALUAT 1N
{ |
| Six 5 Hours {13 Holidey experiences]i) Re-establish group Broup Actlvity | Papar and ¥riting down ar colouring or  |The group - splrid was high
} 12} Exom Basults trust atter 3 weaks Fencil, [drawing ralated idess to depictiafier the wacation. 14 |
! I (feal ngs). | holiday, | Discussion | festings. |seamed that the majority |
| j 31 “Warm Fuzzles®. Z} Re-nstsblish group {had done welt in the exams
i 14} Seciuty’s Negative togathernass. Yritinn Indluidual sharing of jagainst *Lecturers® expect-
i vibes, 13 Strangthen self - lexparisnces and faelings. ations”, Atl other discuss-
{ : |  swaraness (Perception] Colouring ons were handled in that
I i |  -curs/others), ] [1ighthaorted spirit.
| | 43 Reflect on axam -
| ralsted feslings,
Saven 3 Hours [} Feelinga. 1) To get wembers to 1} Narration. Paper 1) Bultding up of list of The sassion svemed to cloud]
: | 12) Cudtura) Differ - identify their 2) Discussion. [Colourad feeling vocabulury. ihe previcus cne Tn that
[ | ences in the { teeolings. 3) Role Plays, |Pencilis/Paint {2) Using colours to expross the mesbers ware confused
| {  encouragamant of  [2) to wngender all 4) Colouring/ Mustc, different faslings. as to the various socisl |
] | expression of fenlings as o.k. drawing. 3} Discussion of “ecolours”. steractypes, re-expression |
| [ teslings. Music 3) Explors sonially 5) Appreciation 4y Buiiding of collapes, of feslings icsues sych as
| | Therepy. | acceptable ways of of music. 53 Listening o music jwhat's gocd/bad/wrong/
| | |  expressing feelings. discussion of fesling iright/acceptable/un « |}
| i | 4} Raflect on feelings | depicted tn the music, sceaptable, |
| i relatad to socisl
1 | stereotypes. §
i
| Bight | 3 Hours |1) Femlings 13) Cortinue 4o engender |1) Group Activity|[Photostat 1) Handing oud photestet copies|A much Jighter session
| | 12y Promotion of self~ |  al) feslings as o.k. |2) Independont. |(coples of of *{ncomp!sta santence jcomparad to *he previous
| Awaraness. D Reiate these mora | " incompletent scale®. fore aft.r stressing that |
i %) Praparation for 14"COLLEGE PROBLEMSY | sontances™.  {2) iIndependent completicn, Ithe issue 15 not whelher |
i TorminatTon. 5 Continue to foafti- | Panclis. %) Sharing of idess. [t is good/badswrong/right |
| } 4) Purceli Incomplate tats solf-awaraness | {4) Disgussion, [ter axperience foe)ings. Thel
| { | seatences. | through incorplets | {5) GAME :"¢ANTASY TRIP.® limportant issus is that |
il } sentences. } { }"Th- Feetirgs Are Thars". {

¥
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]
SESSION [DURATION THEME/CONTENTS OBJECTIVES METHOD AIDS/MATERIALS ACTIVITIES EVALUAYION
Nins 3 Hours |Praparation for termi-]1} Reflect on the past |Individual 1Paper and 1) individus! sharir:: & what |4 session of mixed
i nation-what the % presant=times when |activiiy-shering.|penclis/ the sesslionz have meant, reactions with some mawbers
Jsessions have meant. | one had o part with cotoured” 2} Working through fuelings  |feeling optimistic about
something/somecns/ panciis, raiated fo parting. skills tearned olhwrs
loss, . 3 Allowing wekiors vho wish  |fealing that chences of
2) Evaluate skitls o uze colourfvrite/draw application were stim ~
learnad through role~ tealings related Fo parting. lgivan “Hhe type of coliege
play. {statf they have®.
3) Work through feslings jQuits a difficutt session
} relsted fo parfing- to handfe,
lass.
) :
Tan 3 ttours [1) Termination. 13 To terminate Hw 1 Individual Paper/Pancil {1} Exchanging of metsages ~ The session was factual and|
2) Fast experisnces sezsions. tharing group cotours, simgle cards, informative. '
| retatsd to pariing,|2) To look back and dlscussion. } 2) Handing out of preparsd
| termination. evaluata the +heory notes on seif-concept]
1 3} What skiiis have we]  programs. Brain storming 3) General dlscussion and l
i learned? 3 To work through on future clasurs, }
} 4) Hundling situetions] feelings related 3o |programmes, i i
I 5} Evalustion of the parting. )
i i programme. A) What the galns/losses }
| i have basn. |
| i ] ]

[A4
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EXPERIMENTAL DESIGN

2 bifactorisl design was employed in this study. A bifactorial
design is one uged for studying two or more independent variables
in a gingle experiment. In the present research there were two
Qariablea namaély group (control wsasrsus exparimental) and testing
tine (pre-test versus post-test, following the Intervention
programma).la two~way snalysis of variance was used with

group as an independent fuctor and testin: time as & repeated
measures factor.

Use was made of both parametric and non~parametric statistical
techniques in different instances. For this, the questionnalre
data were ranked and this demanded use of non-parametric
techniques. The chi-square test proved to be the most suitable
tast as the level of measurement was nominsal and the variables
were dichotomous.

On tha other hand, data obtained from the Coopersmith Inventory
Scale were analysed using parametric taohniques hacauge cata was
normalizéd and therefore assumed at least interval measures. The
data from the Cocpersmith were scored by counting the numbar of
responses for each item in each category as well as by chbtaining a
total score. This vielded five gets of scores and separate anovasa
were carried out for each set of scores and for the total score.
In all cases'a two-way mixed anova was uéad.

Data from the Incomplete Sentence were qualitatively rated,
ganerally within fiva broad cetegories similar to those of the

‘Coopersmith Inventory.

The chi-square test was used %o assess the differences betwean the
control and the experimental groups both before and sfter the
intervention programme, and the Wilcoxin Rank Sum test was used to
assess whether there were significant differences over time. Data
vas analyzed using the Gtatistical Analysis System (5.A.8)

programme at the University of the Witwatersrand.



VI REBULTS
The research findings from the Pre and Post Questionnaires
are presented in the form of tables and descriptive statements.

Where spplicable specific siatisticesl technigues have been employed
for data.analysis.

No significant diffarenaaa ware found betwaen the Experimental and
Control groups on the pre-test measures, thus corraborating the

assumption of random sllocation to groups.

1. QUESTIONNAIRE 1 lﬂb IX: PART I
1.1 ;gentifying_natu on Reapondents

Respondents ware all females and their average age was 23
years. Twanty;ona percant of the respondents had been
involved in private teaching prior to enrol”ing at the
college for training, and another 21% had had other working
experience such as clerical and work in industry and
commerce. Most of the respondents (79%) Aid not have any
pravious teaching axparianca..
1.2 The Importance/Usefulness of the Davelopment of Self-

Concupt in the Classroom

TABLE 2

Parcentage scores for Quastion 2: The
Importance/Usefulonesss of tha Development of Self-
Concept in the Classroom

oo, oL, i

PRE . muT "~ LT

YERY TCAK BEINOT VERY} WOT AT | YERY | i SE[WOT YERY] MOT AT || iRy 1ean #e[maor YERY] WOT AT [ vEMY | CAM BE|N0Y YERY! WOT AT
w7 jer ) ower towy faL uesf] e | swes ] seer | oy Sk il s § e | oo | s [ aiesfl s ] vz | aeer | o AL e

mr_usm.;miﬁs&.m {L&&WLM_ Agan, |Jussrnluste toser )l ustr, | Useru, | l!ﬁ."&mmi.ﬁiﬂ&. LysEro |

i
67,96 zﬁmgs_mé 74 - i“'” iu.n - } - - |1s62 zs.sa} l!.ﬂl 1502 - ﬂlzlu ts.u% 4.9 -

E; = 19,5: P < 0'01-

As gan be seen from Table 2 there were no significant
changes between the groups \wior to the programame, noxr
after the intervention programme. The time factor



however, was slgnificant {8 » 19,5; p,< 0,0213), Cuggcgéing a
tendency for both grdups to ses the devalopicnt of the salf-concept
as very important after the programme. whereas prior to the .
prégranma, tha.majority of respondents from the expeérinental group
(628) felt that it was important/useful to develop self-concept in
the classroom, aftef tha progisnnn therea was”avan’a greastax N
'tendancy.for thig group to see the dovelopment of seli~-concept as
being "very 1mportantﬁuae£ul“. ,

Respondent™s Appljcation of Sslf-Concept Enhancemaent Skillis in the
Classroom _

Ragponses ohtainad in this ssction of thn guestionnaire were

' classificd into four broad categories to facilitate data analysis.

Thig is shown in Table 3. The categories ware as follows:-

(2) Positive methods used for clasaroom control (items a,h and X
of Quaation 3). J

(b) Acknoulodgnmant of 1mprovun.nt in progress and bshaviour of
pupiln (itnmt e, f,g and 1 of Quaation 3.

(¢c) 'Floxibility of the teacher in the clannrnnm (1tnn c of

- Qusstion 3). ) ”

- {d) Acceptance of pupils unconditionally (items b, d & j of

Question 3). )

\
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.ns reflected in Table 3 respondents from both the
experimental and control groups started off with &
‘positive inclination towerds flexible tﬁach@r—pupil
relationships. Statistical ahalysis in terms of the 7
“betwaen group differences and change over time were
genarally not significant. However, in isolstad items
differences were significant, such as in question 3 (a)
which measured the extenfhthat the respondents allowed
pupil particibatiun in making rules. | ' f
Jn this question there were no significant differences
batween the wviews on rule meking expressed by thé;

experimental and control groups prior tc the invervention

programme, (xz = 0,38; P> 0,5376) with both groups mainly
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1.4 Avoiding Ridicule snd Humiliatipn of Pupils to Ensure .

pariicipation in rule-ma ing, After the programme there

was a significant between group &ifference _

(x2 = 4,57; P » 0,05} suggesting that ths experimental group's
views changad after the programme, in that they seemed more in
favour of democratic classroom procadures. Likewise in
quastinn 3 (h) which sssassed the extent to which raspondants
accommodated minor disciplinary_braachas in thae claasroam,'
there weres no significant differences betweaen the groups prior
to the programme nor after the programme. However there

was an overall significant chnn&e for both graupe avt? tine

(8 = 173,5; P < D 5) according to the results of the poat-
tasting. This may be - tnkan to wsan that‘bnth groups ahanaed
significantly over timg in that it would appeur that e more
flexibkle and tolerant attitude towards minar.disciqlinary

bresches developed. The presence of a maturational variabls is

suggested indicating that the change shouwn in the axpaéiadntal

grbup may not ba nacessarilf attributad to ths programns,

BDiacipline
Pyior %o the intervention programme, 40% of the respondents

in the axperimantal group falt that it was "always" uecensary
;fto avoid ridicule.and humiliatiun of pupils to ensure
"ulaasrnom control, 22% gaid it was 'o‘ban" necessary and
ancther 22% falt it was . accaasicnally neceusary. Of the
ramaining 15%, l2% said was "hardly® necessary ond a mere
4% falt it was "nayer“ necessary. After the programme, 55%
ofathe\;esporientsf an increase of 15% felt 1t was "always”
necessary to avoid ridicule end humiliation of pupils to
angure classroom discipline. This increase was not

howaver statisfié&ily significant. There was also no



e —

| - S :

. G o g

significant diffexpnce bstween the viaws held by the
perimtal and control groups subjects. prior to or after

"

thn 1ntomntion.
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QUESTIONNATRE IX: CONTINUATION OF PART X - RESPONDENIG®
TVALUMTION OF THE PROGRAMME

An overall BO% vf the respondsnte falt positivaly abcut the .
salfwconcept anhancsment programme. Fifty percent of this gfoup
said that the programme had been ”very~ra;e§ant" whiié 39@ falt
that the programme had been "relevant”. The remaining 20% |

replied tentatively saying th:." it "couid” be relevant. None of g

the respendents evaluated the programme as "not at all” of

=

R 1 ‘Rer-ondents  Evaluation of the Prggramme 0oqponants

Results showed that 45% of the faapnndﬁnta ﬁad 1iked the

| thearntimal anhinurs on self-aoncept dnvalupaﬂant, 25% said
that they had liknsd the sg;zls on aa1f~cnnqept enhancemantzl

1n the clnanroam, nnd ar avnrwhalming ?4% of the
respondents saild that they had liked the experientidl

exercises for salf-growth. . SR ¥

2.2 Respondents” Evaluation of Thgir Praferances
Alnost 508 (12/27) of thn respondents said that they would

have Lliked more thaorattual input\%n salf-camcspt
development, whilr/juat over 50% (15/27) felt that more
casa studies cgﬁla have bsen 1nc1udad in the programme.

/

z.éﬁ“nespondanta"Viag on tha‘g;pitations of the Proggpmma

The mejority of the respendents 90% (25/27) felt that the
duratian cf tha prbgraama was the ona limitation of the :
p:agramma. The remaining 10% of the rewponda&ks did not

_ 1dent§£y any 1im1tn“ions. |

\
2.4 Raapondents Viaw on “the Stragﬁtha of the Programme

Most responf qys (70%) felt pasitively sbout ﬁhe prugrammé.
and 30% éid not make ‘any avaluative statements ahout the

N
.J'\

X
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for these students after they had completed traininﬁ and are
employed in schoolﬁ;-

.n’f

As mentioned earlier it is the research;r‘s beiief that probléms
in Black education need conscious intervention at various levels,
and from various angles. In wié; of this factor, more ewtensive
studias could he directed at parants and all who are concerned
with children and their enviromment. Strategies could include
1ns§rvice training programmes for préfessianals and preventive

strategies for parents in pa: ‘cular, and the hroader community.

In the introduction of this research report the powerful impact
of a parscn‘é éacial learning was highlighted. In concluding,
the rasearcher believaa that it was in this light that Eliza
Doolittle said the :Edilowiag words to Colonel Pickering in Georgt
Bernard ‘Shaw" 8 Pygmalion:-

"You see, really and truly, spsrt from the”things anyone
'can pick up (drsssing and'proper way of spesakding and so
on), tha difference between 2 lady and 2 flower girl is
nnt how sha behaves, but how she s treated. I shall always
be a flower girl to profeszor Higgins, becaasse he always
treats ﬁé as a flowar girl and always will,iﬁut I know X
can be a lady to you becsuse you always treat me os a

lady, and always will” {(Canfield & Wellsg, 1976, p. 100).

s
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programme. Some of ths comments made by the respondents
inclvded the following:-
"i liked the programma beTeuse it taught me aomething new -

"the self-concept”.

v liked the prograwms because ii offered me an opportunity

to say how we fse)l about things, for example, how I feel
abou: being tha first bor~ child”.

"1 liked the programme in that it combined ctoth theory and
practice whan we tried out sﬁiils we had learnt”.

'?The programme was goud for ms because it taught me that
classroom control does not taquirg ridicula, embarrcssment
or corporal puniszhmant, but that ;he sacret is in tha
leadorship gualitiss of the teachar”.

*I liked the IALAC aétiviiy because it demonstrated to me

the many ways 1 which we unconscinusly affest the sense of

‘self worth Ly the things we do and'anyfnaily'. &

Regpondents” Bvaluation of the Progreawne Lasder
Raspohdant: were ganmarally very positivd towurds the
programme leader. Seventy five pcrcont;(21/2?) of the
respondents rated the programme leader au_hmving beson "very
effective” whila the tomaining sald that the leader was
*effective™. Only one raspondent did not ragpond to this

item.

3. QUESTIONNAIRE I AND IXI : PARY 11

3.1

Rl

Coopersmith Self-Concept Inventory Scale

The Coopersmith self-concept lnventory was dasigned to
assass gelf-egateam. Th: self-esteam items yield a total-
self-score of 100. Employing position in the group am an
index »f relative self-sppraisal, the upper duartila |
generally can be considered indicative of high self-eateem,

the lover quartile generally as -ndicative of low aelf-
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estzem, and the interquartile range generally as indicative
of medium self-esiasm (Coopersmith 1975). _
Overall data from the Coopersmith Self-Concept Inventory
showed that the majority (sixty five percent) of the
resporcients fall within the interguartile range of the
scale which ia generally indicative of.medium salf-asteam.
~ Twenty percent fell within tha upper quartile range,
indicativa of high self-estesm and 15% rfell within the
iower quarti?p rarn @ suggesting low self-esteem. (Refer
to Table 4). _
Statistically, the total-self-ascore (overall self-esteem)
ylelded no significant group difference in the pretest, and
there was also no significant difference after the
programme. These resuits then indicate that there was no
signifidunt change in the self-sgteem of the rssponﬁants #s

a result of the intervention programwa.

~ See Table 4, for p.oe and post tast means, wmesn psrcentaged

and standard deviations, for the Coopergmith Self-Concept

Inventory Subscales. | i
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4.  QUESTIONNAIRKE I AND IXI: PARY II

{ﬁﬁakﬁb 4.1 Incomplete Soatences Test "

The responses on thé Incomplete Sentences Test did not
indicate any change in the reapondents” perceptions of
themselves after the intervention programme. Prior to the
prngramms the aajority of respondanta tendad tc indicate
pour salf-concepts. This £finding seemsa consintont with the
findings =f the Coopersmith Self-Concept Inventory which
qanerally.inﬁicated reapondents to be falling within the

madium to low lavels of self estean.

.Analysis of the responses on the Incosmplete Sentences Test
generally indicated the following:
~  Poor sslf-concept and loy aﬁzfualta.m.
Typicalﬂratpcnlos includudzn'
I nead ......"to.be guided in life in all I do”.
Other people ..... "say 1'm too fat for thelr liking™.
'~ Confiict in femily relationships. |
Typical responses included:-
In our family sesse "Hy father is sc strict that evan *
my mother foar; him",
At home ..... *T jutt prefer to be alone", i
- Finding ﬁ;curity in material possessiocas such as wealth
and smart clothing rather than in.tha salf as & being.
Example of statemsnts included:-
I am best ..... "Whan I havas u;aniiw clo;:hu on".
- Dependence on others'attitudes, affirmation and
validation and fesdback to feel good about themselves.
Typical responsas included:- " |
"My greatest fear” ..... "is not to know what others
think pf me ﬁhen I do things”.
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- General external locus of control and learned
helplessness.
Example of stutements included:~ ;
“Perhapa” ceese "GOA will haelp me pass my exams a.t the
end of the yesr".
"Perhaps -.... “One day something will change the
gituation I live in at home". )

Summary Of The VerbaF Feedbeck Cbtained From The Staff Mombers
On The Student's Pexformance.

Positive verbal reports sbhout a change in outlnok and
perception of trainea-tesachers involved in the self~concept
anhancement skille programid were raceived from tha Head of the
Junior Primary department, Kism McEvilly, the senior lecturer,

Jean Tiley, and the lecturing staff diractlg concerned with .

thess subjects. There were alsc reports of improvement ih the

experimental group subjects® end of the ysar axamination
]} .i..' O .
results.

VIX DISCUSSION

1.

nto;grttatian ot the Findings p

Yoy

%hg results highlighted the fact that s need was perceivud by
the auhjictu for self-concept deavelopment in tha classroom. It
appaars that the intervention programme was etfective in S
enhsncing the already eximting positive view held as ragards the
importance of aelf-concapt develop: sant.

One pf the main aims of this study was to sssess t&p attitudes -
of trainea-teachers rugardfhg the enhancement of self-concept in
the classroom. Date analysis from Part I of the Pre and Post
Juestionnaires showed that the respongdents from Loth groups
started off with a positive view and inclination towards
damocratic classroom procedures such as creating an inviting-

clagaroom environment through perceiving and affirming puplls
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ms valuab’~, cepable and responsible (Purkey, 1984, p. 34-43).
This view was rainforced by the programme In that sll the
nctivities of the programme ewphasized aalf-concept devalopment.

Another objectiva of the programme was to provide for

. experiential involvement in q programme whera the trainee-

taachers ware given an oppurtunity to explore cheir own self-

concepts. Deta analysis from Part II and III of the Fre and Post

Questionnaires showed no significent change in the experimental
and control group'aubjact?' owe salf-concepts and attitude
towvards self, aftar tix 1ﬁt3¢~a, . programme. For exampls,
reiultu of the Cooparamith Self-Concépt Invertory Scale
genarally demonstrated medium to low self-ssteats ..lor

to and axio aftor tha intervention programte. Similarly data
analysie ¢f responses relating to the Incomplets Sentences Scals
seaned tb?auppoxt findings of the Coopersmith Self-Concept
Invantory Scale in that responses in this category tended to
point tawdmd: p:or sel£~percaptionn and poor 1ntar-peraonal
rnlutionahﬂpn,

; ;’
o

The 1ack ot significant change in measurss of self—conaeﬁt éound
in this ltﬁdy tould hc'due to a number of reasone Iinter alla,
the posuibility that the plugrnmma may not have bser extensive
enough in duration (only ten three h.ur sessions were conductad)
anddin dapth {(rrogramme covered three broad asreas of melf-
concept ﬁeﬁnlonmant), to influence significant change in what
Purkey (1984, p.3) calis "ambedded solf—percaptidhs4.

The final ﬁim of the prograsme was to davelop & programma of
self-concept enhsncement skilis for implementation in the
clasdraomi Based on the comments mede by the respondents after
the completion of the QV6gramme, it appears that the acquisition
of skilils waa_imperﬁnnt for them. The respondents stated that

the aetivitias of the programme made the theoratical input



2,

o]

as
meaningtul in that they wers affofdad the opportunity to

integrate skills learned on a theoratical lavel with
practice. It seomf that the subjests saw as positive the fact
that the prngrann; integratecd thaory and practice, by sC doing
supplementing college methodology which llike wise aims at

constantly integrating theory with practice.

Finally, it dves appear that although quantitatively the resulte
were not gtatistically significant, the programme had

considerable success in terms of the following:-

~ Strengthening the already existing positive inclination
towards flexible classroom prncéduraa that are growth
producing. |

- Provid-ng an cpportunity for trainea-teachers to e:ploru and
davulop their own self-concapts.

- Equippinq the respondanta with practical clasarou; skills for

| tha snhancemesnt of uilf-concapt devulobmnnt, an nxpar;ancc
that they evaluated as important and positive. However, as
Skuy, Albart & Holdstock (1978) sy, it remains to be sman
whathﬁr the pogitive experience afforded the student teachers
wilikhava practical benefits in the teaching situation and
whethar the skills lesrned will be appropriately applied. A
follow-up study on the subjects could be helpful in this

- rogard.

timitations of cthe Study

2.1 Heasurei
The QEQ and post questionnaires were administerad %n Englisn
which is a second language for the subjects. It is possible
that the respondents’ limited vocsbulary affected the
raesponses given and ;hus tha_overall rasults. For example,
in the Incomplete Sentences Test, respondents showed a lack

of appropriate vocabulary and this might have distorted the
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interpretation of ideus expreasssed. Perhaps follow-up
interviews where subjects could have talked about
thgmselves could have axpanded upon written statemsnte.
Although the researcher remain:d with the gxﬁerimantal group
throughout the administration of the questionnaire to
praclude couprehsnsion problems, the pansibility of

misconceptions cannot be ruled uut.

Duration of the Programme

“
LY

The limited duration and depth of the content covered in the

progravme could have xilitated against any statistically

significant results being achieved. TLe intervention

Tpxogramme covered a vailety of arasas in the ten sessions,

Perhaps focusing on a particular area -experiential
exarciges, for example, over u'langer‘;eriad of tima might
have bean more beneficial. This view was expressed by the
subjects ir their evalustive responses of the programme.

Other Limitations

- 2.3.1 The study was confined to a gmall gample of only

fifty (50) Pre-~Primary Teachers® Diploma trainae-

. teachers at only ona Black dollgga of education.
Generalizations of the findinga cannot readiiy be
made to students at other colleges or to th—~ hroader
population of Black teachers.

2.3.2 AL. the raspondents in this study were females. There
is therefore no indication of whether or not male
ptud s would have responded diffarantly. |

2.3.3 There is » paucity of South African literature
available on the subject of self-concept. The writer
has tharefore consulted mainly British and American

publications.
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Theoretical Impiications of the Study

Purkey (1984} csutions ebout educators whe do not recognize tha
conservative naturs of self-concept, and how they are likely to
expact "quick mirucﬁlous changes” in others. |
He states that self-perceptions do change but not immediately or
automatically. For him, the tendency to overlook the conservative
nature of self-concept may.ha the probable reason for ‘perceived"”
fallure of self-concept programmes. Contributing to the debate
on the success oy failure of self-concept programmes Leosnard &
Gottsdanker - Willekens (1987) say that the expectation of
imnmediate snd dramatic change in self-concept may not be
realistiq.
They go ﬁn to mention that change in self-concépt often entalls
sltering not only the experiences of the individual bhut also
perceptions and attitudes previcusly established -and this they
g*ress, is a gradual and contiauous process. Expressing the
critical importance of the early years of life in the shaping of
the self-concept, Sumerset Maughan as cited by Purkey writes:-

"For men and women are not only themselves, they are also

| the region in which they were born, the city spartment or

tha farm in which tpay 1earhnd to walk, tha games thay

played as children, the old wives' tale they overhaard,

the food they ate, the schools thay attended, the sports

they followed, and the God they believed in" (Purkey

1970, p.34). _
The above authors suggest that tr&inad toachers who are in daily
contact with pupils can have an impact on selif-concapt through
the creation of a more positive learning environment that ensures
that a positive gelf-concept is being bullt while learning takes

place.
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Bagsed on the comments made by the participants sfter the

completizn of the programme, i1t seams that programmes of such a

nature augur well for future integration of affective strategles

into specific curricular areas. It seems that tha trainee-

teachers received and rated as important the following components

»f the programme:-

{a) Being eguipped with practical classroom skills for enhancing
the developmwent of gelf-concept in the classroom.

{b)} Being involved in experiential activities that helped them

explore the! owa self-concepts.

Purkey (1984) suggests that the teachers' ability to enhance
gtudents' gelf-_ oncepts is & function of his/her beliefs about
self and studants - an attitude conveyed by the teacher’s
senegltivity. Shaha and Wittrock Year as cited by Bayer (1986)
argue that, bhecause varisbles in relatvionships and interpersonal
interaction occurring in the school environment have been
identified as influencing students' self-conceptes, the presence
or lack of thesa variables can help develop or undermine
scholastic potentisl in students. Trainaa-teachgrs could

therefore¢ benefit from exposure to curricular strategies aimed af

~ enhancing affective development.

Futurea Research

In future research valuable data could be obtained by using a
longitudinal research design whare the subjects involved in &
progremme such as this one could ba followed up ovar time. Such
research could facilitate investigation into students”
effectiveness in the clesssroom iltself, and would show whether the
"positive experience afforded students will have practical
benefit in the teaching situation" (Skuy, Albert and Holdstock,
(1978). Also, ongoing programmes and support groups could be run
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APPENDIX 1
BIBLIOGRAPHY FOR THE TEN - SESSIONS PROGRAMME

1. Canfield, J. and =lla, R.C :
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bhapdbook for teacher:n &nd parspts. Preuntice-Hall, INC.
Engelwood cliffs, New Jersney, 1976.

2. Gram, R;K. and Guest, P.M. :
Killiken Activities for Developing Positive Self~Awarenesy.

ggégsﬁﬁ..sﬂ::..lgﬁ. i .
Millinen Publishing Company, St Louwis, Missouri, 1977,

3. Lifastyle Education Manual 5td. 1 - 5.
Lifestyle Education Maaual 5td. & - 1d4.
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5. Purkey, W.W. : Inviting Schogl Success A Self-Concept
Approach to_Teaching and Learping. Secona Editicn. 5\
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APPENDIX 2

UNIVERSITY OF THE WITWATERSRAND, JOHANNNSBURG

QUXSTIONNAIRE I

Deaxr Student

Your assistance in filling in tids quastionnairs will help me idenvify
your needs for our programme or Self Concept Development.

A8 far as possible, please mnswer ell questions, and as honastly as

possible.

'Tha'questionnairﬁ is snonymous and information will ba treated as beding

qonfidantial.

Your co-operation is highly appraciated.

Thank you.

Pauline ®» N Thabathe



PART I

INSTRUCTIONS

{a)

(b)

1.

Where there is a choice pleuss tick the mppropriate answser
e.g.

whet do you consider important to get f£rom school?

k4 Good narks

Ix Knowledge and understanding

III  Mature peisonality

IV Political rights - . .
v Friends

For the purpose of part {(une) I pf this-quastionnaire the term self-

concept refers to:-

"The sum tqtni of the views which an individual has of himgeif. It
is the unique'aat of perceptions ldess and attitudes which an
individual has about himsalf® (Falker D.W. 1974 page 2).

These beliafs, and attizrdaa determine who you are, what you think
you are, what you do enid

1974 page 21).

what you can become. {(Canfield and Wells

(a) BSex:

(b) Age in ypars:

(c) Date:

{d) Home Language

(e) Years at the Training College

{£) Years of Teaching Experience, if applicable
() Other work experience (Please specify)
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2. {a) In ydut view how Important/useful is the davalopment of the

sslf-concept in the classroom?

{i)*:Hot'at all impnrt&nt/usaful
{44} Not vary important/useful
(11$} Can be important/useful
(iv) Important/uzeful
" {v) Very important/useful

(b} ‘Plosse give reasonsg for your answas.

i

3. Pleass tick the appropriate response to all of the ﬁollﬁwing
stataments:

T ATWATS | OFTEN | OCCASIONALLY | HARDLY | NEVER |

: = i | EVER | :

: : : : : :

() . : : : I :
| : : 3 | i :
(b) | ! | : ; |
: | ; | ; !

(e) | | : ; = :
= : - ! ! :

() = : : : : :
1 : [} 1 ¥ L]

' H 1 H 3 H

(&) ' H : ] ‘ i
i i 1 1 i ]

[ ] [ H . 1

(£) i : i i : '
. i { i i H i
(g) i ' i i i i
1 b} % ] ] 1

H 4 i i | {

(h) 1 : i : i i
i ; i : i i

(1) i i : : i i
1 ' ¥ [} ] 1

i i 1 t, ] 1

(1) R ] i i i i
i L i § : i

(k) i : i P i i
1 ¥ 1 1 I 1

) 3 | J— R - F ] 1

N.B. §Se=s next page for statements a ~ k.
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Statements for question 3 of part I a - k

]

N.B.
(8} I sllow pupils to participate in the making of rules they
follow in the classroom. ) "
{(b) I ireat all pupils the ssme way anc Ty not to have fsvourites
and victims lq the clagsroom.
{c) I am comfortable W1Eh atiempting new approaches and joining in
naw activitie .
{d) I give extra support aﬂ#~§ncouragament to slower pupils.
fe) I try to acknowledge improvemants in performance to the pupils.,
(£) 1 trywtn acknowledgse improvement in the behaviour of pupils.
{g) I take special opportunity to praise pup’ For their
- SUCCeSsSes. |
N\
{(h)

(1)
(3)

(k)

- I try not to see disciplinary breeches as a problem if they ara

'#slativaly minor.

-
‘ 3

Gﬁkerally I try to make positive comments or pupil”s work.

I gtrive at accepting all pupils unconditionally.

If & pupril is not well behaved I cant help developing &

negative attitude towards him.
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4. It is not necessary to teke 8 pupll "down a peyg or two™ to anfo:cu_

discipline? s
I Always
n i
I3 Often

I Occasionally'
TV  Haxdly ever

v  Never
5. How relevart is it for yom to learn ways of developing the Self
Concept in the classroom? i
I Not at all relevant

IX Mot wvery relavant

in Can be ralevant | : : a .
. N\
v Relevant | | "
V  Vecsy Raslevant o E
6. Which of the following componants ﬁuuld you like our programse to
cover? 0 |
I Skills on dnhancing'aalf-concept'in the classroomn.
II Experientia) exercises for aslf—grawtn,‘
iz Seminpar on theoretic background {knnwledgn) of concapt of
self.
IV Other (pleate spacify).
PART 1II "Coopersmith Inventory" Spale
INSTRUCTIONS : \'\,1" , .
Here is a list of statemenys ahnut feelings. If a statemant describes h”“-\

you usually feel, put an X in the column "like me®, If a statgmant doea =

not describe how you usually feel, put an X in the column "unlike i 2",

There hra not right or wrong answers. Begin at the top of the page and

mask all 25 statements.
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£
i
»
<
3
=
L
1

. Things usually dona't bother me. _
{ find it very hard 10 talk in front of a group.
There are lots of things about myself I'd change if ! could.

«

woN o

. | can make up my mind without too much trouble.

. I'm alot of fun to be with.

. | get upset easily at home,

. It takes me 2 long time to get used to anything new.
. t'm poputar with persons my awn age.

b - B - T TR - L L B

ninlnisininisiulnk

- My family usually considers my feelings.

9

. | give in very easily. )

[J 13. My family expects'too mu_cl"l of me.

[ 12. 1t's pretty tough to be me. ¢ a
Things are al! roixed up in my life.

(] 14. Peopie usuully follow my ideas.

[[3 15. 1 have a low opinion of myseif. _

[ 16. There are many times when | would like to leave hone.
(1 17. 1 often feel upset with my work, \
[} t'm not as nice lo‘o&iﬂﬁ s most people.

{71 9. 1t 1 have something to say, | usually say it.

] 20. My family understanas me. |

[[] 21.. Most peopie are better liked than | am.

. ] usually feel as if my famity is pushing me.

s otten get discouraged with what | am doing.

{1 24. 1 often wish | were someone else. :

[[] 25. 1 can’t be depended on.

L]

DOO00000000000000000000003§
0

@ 1975 by Stanley Coopersmith. Published in 1981 v Consulting Psychologists
Press, All righs reserved. It is uniawtul tc reproduce or adapt this form without
writien permission of the Publishe?,

)\
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'PART III “Incomplate Santences Test® . | .
AIm -

. IMSTRUCTIONS :

compléte these santences t0 SXpress your fm"iing-.' Try 1O do eVeryonm.
There &re no right or wrong answers. |

PRRT IV '
INSTRUCTIONS . ;
m . . - .
See next page.f~, - . ’
' K 2 L
. . .\**;.\
&
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- .. | INCOWPLEYE SENTENCES TEY

{) . . & . ) ) o ’ . . B
Complets these sentences to sxpress your feelings.
Try to do every one. e '

1. I sdmire _

2. Tha happiest time

. 3. Must people want

4. At home

5, I can't -

8. ; The beast tion
9. What annoys -\

1, R
10. PuoplT- :

J

11, I our family
A * :
12.  One\fesls _ _
i



14.

15.

16.

17.

18.

19,

29.

21.

22.

23..

24,

25.'.

26.

¥han I wans ac§pild_

52

My oroata;t-fqgr' ' h o

o

7

My job . o

I fasl ashamed when

My stomach | .7 | o

3

Parhaps

Other pébpla _

I suffer

2

]

I am best when

"y |

i\._ S

The most dangdrous

Mg nervas

The future




27. 4 failed e L

28. SBometimes

29. What pains me s

i '._“ i ) . . 4

30. ‘It seams to me

. B e
o . - - M

31. .t hste e

33.: The oply trouble | o _ ‘
P.- . n . & *H - . =

Lt ] Iy -
s 8 ¥ T ~ e i *
’ L

34. One can't hulp“_jlv'.‘mﬁing 4 RAR

e,

PR — . -
Y - "

35, )\ﬁr father _

36.° Betwean ycu and we ___ - :

7. 1_____ - L | S

38.. At school ) e

4

39, My greatest worry is

- 40. Friends : @

kY

-
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IVARSITY OF THY WITWATERSRAND, JOHANNESSURG

st o i

- QLUESTIONNAIRE, II

Daar Student

aur asgistance in €illing in this qusstionnairehwill help me avaluate

vour oﬁx Progress on Self—Concapt.Davalopmaﬁf.

As far as bcsaible, Pleanse ocnswar all quastions, and asg honeatly as |
possible. The questionnaire is anonymous and information will be treatsd
as being confldential. - L

#

Your co-opération is highiy:appreciated.
Thank you. .
. ) =

{

Pauline P N Thabethe



PART X

INSTRUCTIONS . .

(m) Where there is a choice please tick the appropriate answsor
«.9.

what do ycu considsrnimportanm to get frdﬁ school?

1. Good marks

2. Knowlédga and unuesrstanding
3. Mature ﬁhraonality

4. Friends

5. Political rigts

ie “ (a) S = |
(b) Age in yoars:
{c) Date:
{d) Home Lhnguﬁga
{@) Ysars at the Training College 5

(£)  Ysars of Teaching Bxparience, if spplicabla
(g) Other work usperiance (Pleass specify)

2. (&) 1In your view how important/useful s the devalopment of the

self-concept in the clsssroom?

{1). Not at'all important/useful
(11} Not very important/usaful
{iiii Can be important/useful
" {iv) Important/usefuyl

{v) Very important/useful
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Please giﬁs reagons for your -answer in 2 {(a)..

(b)

#

hh e

Please tick the npﬁrapriate ragsponse to all of the following

gtatements,

3.

o

:

o ————— ——

gt

i s o

"OCCASIONALLY

e i v s -

e s e -

-

—

—— e

i

-l w—

()

A —

- -

-

v

i

—..llll.'l-'l'lI"l"'i-ll"f‘l‘l’l'l'lll'll.l-l.ll'-lu...l‘.!

———

SEE NEXT PAGE FOR STATEMENTS A -« K.

*®



N.B.

-7

o
!

Stetemests for gquestion 3 of part I u - k

(a)

b)

(c)

(dy
{a)
(£f)

{g)

(h)

(1)
(1)

(k)

X alldqnpupils to participate in the making of rules they

follow in the classroom.

1 treat all pdpils the same way and try not to have favourices

and victims in the classrooit.

I am comiortable with attempting new spproaches and joining in

new aeti?itiga.

I give extrs support and encouragement to slower pupils.

I txy te acknowledge improvements in perfurmance to the pupils.

I try %o acknowlgdga'imprnvsmant ih the bhehaviour of pupils.

I take spacial opportunity to praise pupils for their

Buccassam.

I txy not “o see disciplinery breaches as a probiem if thaey are

relatively minor.
GCanerally I try to make positive comments on pupil‘s work.
I strive at accepting all pupils unconditionally.

If a pupil is not q&ll behaved I cant help developliog a

negative attitude towards him.

4. It is not necessary to teke s pupil "down a peg or two" to enforce

dﬁécipline? -0
I Always
I Often
IlY Occasionaily
iV Hardly ever

v

Never
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5. How rvelevant is it for you to learn ways of developing the Self

Concept iﬁ the tlassroom?

(1)
(11)
(1i11)
(iv)
(v)

Not at all relevent
Not very relevant
Can be relevant
Relavant

Very Relevant

6. Which of the following components were sat.isfactorily covered by our

workshogpu?

(1)
(1)
{1it)
(iv)

Skills on enhancing Selt-Concept in the classroom.
Experiential exercises for self-growth. _
Saminar on theoretic background knowledge of concapt of self,
Other (please spenify). ' o |

7. What would you have liked to have di%farantly done in the programme?

{i)
{i1)
{1id)
(iv)
(v)

Theory

Practical

Role Plays

Case Studiesg

Other (plaaaé speclfy)

8. In your view what were the limitations of the programme?
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3
%

A

9. What were the strengthe/ what did you like abcut the program?

i
+

10. (&) Evaluate the programme leader uaf@g the following five

point scale:

(1)
(41}
(111>
{iv}
(v)

Not at all sfficient
Hot vsrﬁ a;fictent
Efficient “
Vary afficient

Could be efficient

{b) Plecss give reasons for your snawer,

% PART IX : BEF NEXT PAGE

)



60

PART X1 “COOPERSMITH INVENTORY" SCALE
INSTRUCTIONS : '

Hare :I..s_ a list of atatementy about feelings. If a stetement describes
how you usually feel, put an X in the column "like me”. If a
statenment does nct describe how you usually fael, put an X in tha

oolumn "unlike me”.

There are not right or wrong answers.

Begin at the top of the page and mark alli 25 statements.



Like Unlike .
Me Me : : v

1. Things usually don't bother me.

2. 1 find it very hard! to talk in front of a group.

3. Thare are lots of things about mvselt I'd change if [ could,
4. 1 can mzke up my mind without oo much trouble,
5. I'm a lot of fun to be with.

6. 1 get upset easily at home,

7. 1t takes me a long time to get used 1o anything new.
3. I'm popular with persons my cwn age.

My family usually considers my feelings.

] 10. t give in very easily.

{3 11. My family expects too much of me.

] 12. s pratty tough to be ma.

{1 13. Things are all mixed up in my life.

[7] 14. People usually foliov my ideas.

7] 15. 1 have a low opinion of myseif.

{7] 16. There are many times when | would like to leave home.
] 17. 1 often feel upset with my work.

{1 18. 'm not as nice looking as most people.

[ 13. 11 have mMing to sav, { usually say it

[] 20. My family understands me.

] 21. Most people are better liked than | am.

7] 22 1 usually feel as I my family is pushing me.

7] 43. & often: get discoursged with what | am doing.

(J 2+ 1 otten wish | were someone elie,

[7] 25. t can't be depended on. |

e
*

oooooooos

pooooooooooooooooonooonon

@ 1975 by Staniey Coopersmith. Published in 1981 by Consulting Psychologisis

" Press. All righis resorved. It is unlawiul to reproduce or adapt this form withowt-

written permigsion of the Publisher,

i
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PART III "INCOMPLETE SENTENCE TEST"
INSTRUCTIONS :
COmplefg <hege gsentences to express your feelings. Try to do everyone.

There are no right or wrong answers.
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INCOMPLETE SENTENCES TEST

Complete these sentences to express your feelings.
Try to do every one.
1. I adwmire

2. The happiest time

3. Most people want

4. At honme

5. I can"t

6. One often imagines

7. 1 used to

8. Tha bast mmbition

9, What annoys me

10. Pecple

1l. In our femily

12. One feels




13.
14.
.15.
16.
17.
is.
19.
29-
21.
22.
23.

24.

25.

26.

-~ My greatest fear

64

\\\

My job

I feel ashamed when

My stomach

Othc. people

I suffer

.%\

T
)

" When I was a child

I am best when

The most dangarous_ !

My 4&31‘?93

The future

i nead

Marriage




27.

28.

29,

30.

al.

32.

33.

34.

35.

36.

37.

38.

39.

40.

X failed

Sometimes

What pains me

It seems tou me

I hate

I am very

Tha only trouble

One can't help wishing

My fathar

Between you and me |

-
o+

At schocl

My greatest worry is

Friends
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1
APPEXNDIX 4 (b)
SESKT N 4

OEJECTIVE : BUILDING SEL¥F CONCEPTS

»

MATERIAL : AIECES OF PAPER - YALAC SIGNS

L ]

ACTIVITY : OBJIECTIVES

1.

To help student teachers recognize the meny wi. s in which self

p
concepts ol be made-or degstroyed.

/ .
How one"s sense of @nrth can bhe affsvted by the littis ¢ ings we say

2.
. \".
and do each day. i
PROCEDURE

i.
2-
3.

Evary mnrnin@ we sach pin on a big JALAC sign.
By thig sign we tell the world that ~ " I Am Lovable and Capable”.
Threughout the day ¢ sign gets Bigger or Smaller depending on how

others treat ua.

Positive things meke our sl 8 grow Bigger.

Negative ones make our signs Smaller ~ "A piece of our sign gets
ripped oftY. |

Read up story of Thami's day.

Demcnstrate IALAC "rip off™,

PRACTICAL

1.
2.
3.

4.

Make an IALAC sign for yourself.

Wear this sign for the rest of the day/weal.

Anytime scrmething happens that makes you feel less lovable - xip off
~ tear off a piece of the gign.

Explain to rest of college what the sign stands for.
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APPENDIX 4 (b) continued
SESSTON 4 (Continued)
LALAL
"I Am Lovable and Capahle®™
The Story of Thami

This 15 what happeng during 2 typical day to Thami's IALAC cign.

At 7:15 in the morning Thamis ‘g awakened by his mothers voilce, "Thami!
You lazy, stupid Humi CGet down here this very minute! ¥You are going to
migs the bus". (RIP}. Tham! hurriadly geis ready for school. At 7:30
he sits down to brenkfast and tips over his milk. His movher scolds him
-~ gtupid! (RIP). )

At 7:40 Thami boards the school bus. Two neighbour girls laugh ﬁt his new
haireut as he sits down. (RIP) At 8:24, the school bus arrives at school.
Thami rusher for the first period lesson, however, just before he gats to
the classroom docy, the late bell rings, and Mr Nkosi says he's late -15
minutas detention. (RIP) Mr Nkosi further demands for the Geography
homework ~Thaml has forgotton the book at home. (RIP) _

At 9:15 Miss Zulu gives Thami his maths test with a big rad 7% at the top
saying: "You failed this tht";.(RIP) In the science class Thaml iz asked
a question he canot answer -the cluss laughs at him, (RIP) Lunch comes
and Thami walks past a new girl’s desk and one boy sticks his foot'out,
sending Thami and his food sprawling to the floor. (RIP)

at the gym class Thami tries to run five laps around the gym on a full
stomach vut this gives him hsartburn. (RIP)

Gne 0" clock is art class, and the art teacher tells Sbusiso that she
likes his picturs more than Thaml's drawing. £{RIP)

In the English class the teacher makes everyone who missed a spelling
word on the spelling test +0 write the word 100 times, Thami missed 13
words, (RIP).

Two-thirty ls detention (RIP). At two-fifty Thami comes up panting late
for practice. The coach, Peter tells Thami not to bother beause he is

late -"the team doos not need you"™ {RIP).
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At R 0" clock Tﬁami arrives home oﬁ the iate bus. His mother yalls as he

enters the door, "Thami don”. beng the door I have a terrible headache”
(RIF). The rest oﬁ the evening is nn_heéter. Av. 9 0° clock Thami goes to
bed and fallas amleep -aven his dreams ars tréuble. He¢ Jdreams that he is

chased by a mad dogQ (RIP)

N.B. SOME DAYS ARE JUST LIKE THAT . MAYHE TOMORROW WILL BE DIFFERENT.
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