AN EXPLORATORY STUDY OF THE SCHOOL CHILD'S SELF-DEVELCPUKENT

EMPLOYING THE THEORY OF GEORGE HERBERT MEAD

A THESIS
Presented to
the Faculty of the Department of Sociology

University of Houston

In Partial Fulfillment
of the Requirements for the Degree

Master of Arts

by
Mae ¥, Wickboldt

January 1968

411444



ACKL.CALEDGLEKRTS

The writer feels a debt of gratitude to the following people:
to Dr, Pauline Kolenda for the inspiration, encouragement, and guidance
which enabled the writer to begin the study; to Dr. Everett I'. Dyer,
chairman of the thesis committee, and ¥r. Sol Tannenbaum and
Dr. Gereld Cretch, membters, for their relp and encouragement throughout
the studys to the teacher of the class of children who were the
subjects of the study for rer gracious tolerance of the writer in the
classroom and for the hours of help she gave away from the classroom;
to the principals of tre elementary sctoocl of which the class wss a
part and the combined junior high schcol end righ school to which the
children passed during the course of the study for their help in
making records availsble to the writer; and especlally to the children
who were the subjects of the study for treir cooperstion and indulgence

in sharing their thoughts with the writer.



AN EXPLORATORY STUDY OF THE SCROOL CHILD'S SELF-DEVELOPMENT
EXPLOYING THE THECRY OF GEORGE HERBERT XEAD

An Abstract
of a Thesis
Presented to
the Faculty of the Department of Sociology

University of Houston

In Partial Fulfillment
of the Requirements for the Degree

Master of Arts

by
Vae ¥, Wickboldt

January 1968



AESTRACT

This study sought to explore methods in assessing the school
child's self-development and to find hypotheses worthy of testing con=-
cerning the relationship of the child's self-~development to school per-
formance, and secondarily, concerning the relationship of his socio=-
economic status and intelligence to his self-development., The follow-
ing three hypotheses suggested by George Herbert Nead's theory guided
the study:

I. The child whose self has reached the stage of development
in which he has incorporated the social attitudes of the group of which
he is a part, in other words, in which hs takes the attitude of the
“generaliszed other,™ will give a better school performance than the
child whose self has not reached this stage.

II. The child who can take the attitude of a particular other
person in a situation of social interaction will be adble to interact
with others more successfully than the child who cannot do so and there-
fore will give a better school performance than the child whose self has
not developed to this point.

ITI. The child who can view himself with objectivity will give
a8 better performance as a student than the child who cammot do so.

Twenty-five members of a sixth grade class in an elementary
school were the subjects of this study. The method consisted partly of
an interview using as dramatic materials a diagraz of the school room
and chess markers to represent the children and teacher. The child and
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the interviewer moved the chess markers about to simulate movement of
the children and teacher as they discussed incidents suggested by the
interviewer. The method appeared effective in helping the children
objectify the situstions discussed in the interviewxs. The interviews
were sources of varisbles indicating the three aspects of the self set
out in the three implicit hypotheses. Threse varisbles were compared
with the child's achool performance for evidence of association.

The aspect of the self contained in the first implicit hypoth-
esis was represented by three variables: the child's awareness of the
universal nature of a traffic rule in the Lall at the school; his view
of the teacher in an instrumental capacity in the school organization,
and his view of himself as having the responsibility for his own actions.
The data were indeterminats concerning the first variable's association
with school performance. Association was shown between the second vari-
able and school performance. No association was shown between the
third variable and school performance. Fypotheses containing proposi-
tions that the first two variables and school performance are associated
were suggested as worthy of testing.

The aspect of the self contained in the second implicit hypoth-
esis was represented by two variables: the child's expectation of the
response of the teacher in one instance; and his interpretation of her
actions in another instance. The fourth variable and school performance
were found to be associated, but the data were indeterminate concerning
the fifth variable and school performance. It was suggested that
hypotheses containing propositions concerning the relationship of these
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variables to school performance were worthy of testing.

The aspect of the self contained in the third implicit typothe-
sis was represented by the child's ability to rank himself accurately
as & student and in conformity with the class as to how well he was
liked. [Ioth of these variables were associated with school performance
and hypotheses containing these propositions were suggested as being
worthy of testing.

The child's socio-economic status, as evidenced by the type of
house in which he lived, whether he lived with his father, and whether
kis mother remained in the home and did not work outside the home, was
found to be slightly associated with his self-developrtent. A hypothe=
eis containing this proposition was judged worthy of testing. The
relationship between the child's intelligence quotient and self-

development was not cleer, suggesting the need for further research,
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CHAPTER I

TEE PROELEM AND THWORETICAL BASIS

An aspect of man's socisty which sets it apart froa the
societies of other species is that its mezbers have the ability to
direct thezselves. This self=direction is possible bLecause man has
self-awareness; that is, man can place himeelf in his own objective
fisld., Fe can respond to himself; he can point things out to himself,
and by giving these things his attention he can select his enviromment
and thereby control his activity.

Self-awareness is acquired in social participation. It is an
important part of the world of mesnings and idess which is entered
during childhood by way of symbolic comrunication. Froam the tinme he
learns to use language until he matures the child is undergoing a
period of self-development. As time goes by he gets to know himself
better, not only because he has the opportunity to decome better
acquainted with himself, but also because the person he is getting to
know is a more stable, & more definite self. He learns to look at him-
self objectively and to direct himself in a retional manner. With
social experience he lsarns to think reflectively; be responds in a
less direct manner to his environment.

It 18 reasonable to think that the child's relationship to him=
self, inoluding his knowledge of himself, his ability to treat himself
objectively, his tendency to act with self-swareness, has an important
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tearing on his performance as a2 student. And it is logical that these

abilities related to self-awarensss, dependent as they are upon social
experience, should vary froa child to child, Fven among mature indie
viduals one would expect variations in self-development resulting from
differences in social experience. Among immature perszons, or children
who are in a state of development, this variation would be more evident
because of the plastic nature of the crild's personality, causing it
rore resdily to reflect the influence of social experience.

The thoughts contained in the foregoing paragraphs posed certain
interesting questions. Row sre such variations, if such there Ve,
related to the child's school performance? Can such variations be
determined? Can different aspects of the child's relationship to him=-
self, such as his knowledge of hirrelf, his atility to treat himself
cbjectively, his tendency to act with self-swsrenees, his erngsgerent in
reflection, and his atility to direct himself, be investizated? Tow do
trese atilities relate singly to his performance as a student, and how
do they relate to each other?

And trere are egually interesting questions concerning the
antecedent conditions of a particular stage of self-developrent. What
tearing does tre ctild's home situations the absence of one or toth
parents from the home, the socio-economliec statua of his feaily, as
corpared with the soclo=economic statuses of the farilies of the other
crildren with vhom he agsociates, have upon his eelf-development? How

18 Y1s gelf-development related to his escore on an intelligence test?



3
Interest in these questions grew out of an acquaintance with

the theory of George Herbert lMead. His conceptualisation of the self
provided the theoretical basis for the study which is described in this
thesis. Therefore the writer next presents her understanding of Kead's
theory of the self,

Theoretical Basis

Two main aspects of Mead's theory excited the intereest in the
foregoing questions, and particular attention has been given to thea.
The first of these is his treatment of the self as a process which goes
on at all times when the person is acting with awareness of what he is
doing. The other aspect is his conceptualisation of the self as prims-
rily a cognitive phenomenon. These two points require discussion.
With reference to the first aspect Mead says:

The self involves a process that is going on, that takes on

now one form and now another-—a subject-object relationship which
is dynanic, not statis, a subject-object relationship which has a
procofo behind it, one which can appear now in this phase, now in
that.

This process is, in simplest, behavioristic terms, the individ-

ual's responding to his own gesture and then reacting in turn to this

lceorgo Rerbert Mead, George Ferbert liead on Social Psycholoegry,
ed. Anselm Strauss (The Reritege of Soclolory, a series edited by
Morris Janowits. Reviesed QHI{Eon; Chlcagos 1he University of Chicago
Press, 1964), p. 13.
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response in a modified way. The individual's own gesture to which he
responds 1s, in the beginning, his own speech. Later other gestures,
acts, and objects of all kinds come to have a symbolic representation
which the individual implicitly employs eso that he calls out a response
in himself to them. This chnracteriotic of human speech, that the
person speaking tends to respond in the same manner as the person to
whom he speaks, plays an important part in lead's theory.

While the process referred to as the self can be stated in the
foregoing simple way, its implications becomes very complex. In the
first place, the response which the individual makes to his own stimu-
lus consists of en organization of the attitudes of others which he has
interralized. Ey internalising the attitudes of others within himself
8o that these attitudes are called out bty his own gesture, he has
incorporated the elements of the social act, "stimulation and response
and the results of the responao.'2

There 1s after this a duality present so that when the individ-
ual responds to himself with the internaliszed attitudes of others he is
in a sense putting himself in the place of the others, This is what

Mead calls taking the attitude of the other or taking the role of the

other, FRy the latter expression Nead does not msan the deliberate

reconstruction of the role of the other; he is referring to something

2Ib1do’ Pe 92.
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which follows as a result of the nature of language.3 And becauss of
the universal meanings involved in symbolic interaction the individ-
ual's response is in general the same as that of the other. At one
point Yead says, "We are unconsciously putting ourselves in the place
of others and acting as others act.'h
It 1s appropriste at this point to give the writer's under—
standing of the term role as Xead uses it. Fe 1s not using it as the
counterpart of the structural concept of status.5 He is using it more
in the sense in which Daniel J. Levinson uses its
Role may be defined as the member's orientation or conception
of the part he is to play in thte organiration. it is, 33_53272;:
his inner definition of what aomeoge in his social position is
supposed to trink and do about it,
Levinson continues with reference to this usage of role, "V¥ead (193})
is probably the main source of this view of social role as an aspect of

the person, and it 4s commonly used in analysis of occupational roles.*7

JGeorge H. ¥ead, Vind, Self & Society, ed. Charles ¥. lorris
(Chicago: The University 3I-C%1cago Prese, 1534), p. 161,

hrbido. Pe 69.

5The writer owes this viewpoint to Ansels Strauss. It appears
in hris introduction to George Ferbert Vead on Social Psychology, p. xii.
See also Herbert Blumer, "Sociological lmplications of tre Thought of
Georgtherbert Yead," American Journal of Sociolocy, LXXI (¥arch, 1966)
535-5hl,. -

pantel J. Levinson, "Role, Personality, and Social Studies in
the Crganizational Setting,” Journsl of Abnormal and Social Peyctolegy,
LVIII (Xarch, 1559), 172.

T1vid,



Considering the expression taking the role of the other in

light of this definition of role, and remembering that it represents an
implicit response, except in the case of the small child who overtly
acts out the role, Vead's use of it interchangeably with the expression

taking the attitude of the other is understardatle.

In the second place, as a consequence of the duslity introduced
into the self by calling out the internalised attitudes of others
toward the social situation of which he himself is a part, tre individ-
ual becomes aware of himself. Fe acts self-consciously; he knows what
he is doinge Tris 1s not to say that all human behavior is self-
conscious. Behavior which does not involve thinking does not involve
the self. Fuch human activity goes on in a hadbitual way and does not
call into operation the self process. It is possidle for one to become
so caught up in activity, such as running in fear, alsoc that he is not
aware of what he 1s doing. But st any time that the person knows what
he 4is doing, he is aware of himself through this process of responding
to himself from the standpoint of another. And it is because of this
becoming an object to himself with its consequences for intelligent
action that Yead speaks of the self as primarily & cognitive process.

The second aspect of Kead's self with which this study is
especially concerned is his conceptualisation of the self as primarily
cognitive and this aspect will now be further discussed, While kead
concedes that one may react to one's self emotionally, he points out

that one wust becoze aware of himself before he can make an emotional
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response to himself. In discussing this, Mead objects to James's and
Cooley's trestment of the self as primarily emotional and points out
that they do not account for the appearsnce of the self in the individ-
ual. Vead's account of the appearance of the self and its contimuing
operetion relies upon cognition. Concerning its appearance te says:

The thinking or intellectual process—the internalization and inner
drasatisation, by the individual, of the external conversation of
significant gestures which constitutes his chief mode of inter-
action with other individuals belonging to the same society-—is the
earliest experiential prase in the genesis and developzent of the
self 08
And concerning the general nature of the self, he sayst

Exphasis should be laid upon the central position of thinking
when considering the nature of the self. Self-consciousness,
rather than affective experience with its motor sccompaniments,
provides the e¢ore and primary structure of the self, which 1s thus
essentially a cognitive rather than an emotional phenomenon.?

Cne facet of this cognitive nature of the self in Lsad's theory
is that the universality and impersonality of thought and reazson rests
upon the individual's ability to take the attitude of the other toward
hizself .10 This is so becsuse in thinking and exercising resson the
individual is calling out in himself the attitude of the other, or many
others, and this gives that which he experiences an impersonal and uni-

versal nature,

Buead, Nind, Self & Society, p. 173.

91vid,
10rbid., pe 90.



Reflective thought, as described bty Vead, illustrates the
nature of the self, both as a process and as a cognitive phenomencn.
In it the individual is able to point out to himself for attention the
important aspects of the social situation. He does this by means of
language, to which he himself responds with the organised set of atti-
tudes of the society. This is an implicit process; he can try alter-
native solutions and decide upon the one that is best. He can then, ty
selective attention to the proper stimuli, control his behavior.
Species other than man can also use selective attention, tut they
cannot point things out to themselves. In trial and error solutions,
the human individual does not point things out to himself, although he
Bay use selective attention. The individual's problem solving 1is
greatly assisted by his being able to point things out to himself, in
other words, to analysze the situation. His problem solving ability is
even more increased if the responses he makes to his own implicit vocal
gestures are the universal meanings and ideas present in the society.

These two ways of looking at the self, as & process in which
the person is involved when he is scting with awareness, and as a
cognitive phenomenocn, appsaled to the writer as perhaps offering
insight into or understanding of the differences between the involved
school child and the child who is merely present.

With these two general aspects of the self as background, cer-
tain more specific components of the self process need discussion.
There are three of theses components which would be expected to have a
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bearing upon the child's school performance, and they are as follows:
his incorporation of the organized attitudes of the group of which he
is a part; his taking the role or attitude of a particular other in
social interaction with that other; and his tasking the standpoint of
another, or particularly the group as a whole so that he views himself
with objectivity. Thess specific components are next discussed in the
order listed.

As already set out, the organised attitudes of others which the
individual has incorporsted and which are called out in him constitutes
one part of the self. Since tre individual has incorporated these
attitudes, he does not see them as the attitudes of others, btut ss his
om. In the beginning of the child's self-development the attitudes ke
internalizes and organises are attitudes of particular others. later,
as the child matures, he internalises the organised attitudes of the
entire group. This is what Nead calls the attitude of the “generalised
other,™ and he speaks of this as the second stage of the developaent of
the self. The attitudes of the "generalised other” are in an abstract
fore; they are a reflection of the organised pattern of the social
process.ll Thus, the extent to which the child is able to take the
role of the "generaliced other®™ as opposed to the role of particular
others is an indication of the extent to which he has internalized the

social organisation.

111v1d., Footnote, p. 155
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¥ead elaborates upon the self, that is, the calling out of a
set of attitudes to which the individual responds, in terms of the "I*
and the "me.* The “I" is, first, that aspect of the self which is
aware of itself. And the "I" both calls out the set of attitudes and
responds to 1t.12 The "I" is never immediately experienced. This
means that the individual can see himself as an acting, responding
person in the past in memory or even in the future by imagery, but at
the moment of ascting he is swvare only of that aspect of the self which
Vead calls the "me.® Concerning this aspect of the self, the "me," as
it appears in immediate experience, Mead makes statements which appear
at first glance to be at variance with each other logically. First he
defines the "me™ as the organised set of attitudes of others which the
individual himself assumes, as follows: *"The attitudes of the others
constitute the organised 'me,' and then one reacts toward that as an
'I,13 Following this, in the next paragraph, he ssys, "The taking of
all those organiszed sets of attitudes gives him his 'me'j that is the
gelf which he is aware of ,*1li At still snother tine, Mead says, "Rhat
appears in the immediate experience of one's self in taking that atti-
tude 1s what we term the 'me.'"15 The attitude referred to in this
last statement has been identified as the attitude of the "organisged,
generalized other,"

12yead, ¥ind, Self & Soclety, p. 178. 13Ibvid., p. 175.

Wypig, 151b1d., p. 196,



The last two statements are easily reconciled, the third
appearing to be merely more inclusive in that it designates the entire
social situation as the "me,™ while the second appears to refer only to
one's view of himself. But the first staterent remains to be explained.
The explanation which occurs to the writer is that the set of attitudes,
from the standpoint of the individual who takes them, would be exper—
ienced only in one way, and that way would be as a particular view of
kimself and his world; and this explanation would reconcile the three
statements. Also this explanation appears to be in accordance with
Yead's idea of what he terms the self which is developed in the fullest
sense which is more than a social view of one's self, including, as it
appears, the entire social situation:

If the given human individual is to develop a self in the
fullest sense, it is not sufficient for him merely to take the
attitudes of other buman individuals toward himself and toward one
snother within the human social process, and to bring that social
process as a whole into his individual experience merely in these
termss he must also, in the same way that he takes the attitudes
of other individuals toward himself and toward one another, take
their attitudes toward the various phases or aspects of the common
social activity or set of social undertakings in which, as members
of an organized society or social group, they are all engaged; and
be must then, by generalizing these individual attitudes of that
organised society or social group itself, as a whole, act toward
different social projects which at any given time it is carrying
out, or toward the various larger phases of the general socisl
process which constitutes its 1life and of which these projects are
specific manifestations.l6

For the purposes of this study then the phase of the self which Vead
calls the "me" 18 taken to be the individual's view of himself and his

16Rid e PPe 1510“50
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world as it sppears from the standpoint of the attitude of the other
which he takes, Also in this study this attitude is the sttitude of
the “"generalized other® to the extent that the child has internslised
the orgenized set of attitudes of the society. And to the extent that
the child has not internalized the organised set of attitudes, it will
be the attitude of particular others or an organization of the atti-
tudes of perticular others.

The "pe® looked at in this way, it occurred to the writer, is
what Rilliam A, Scott calls the individusl's cognitive structure, which
Scott defines as “tlre individual's prenomenological representation of
himself and the world—~the set of ideas maintained by him and rela-
tively available to conscious awareness."l7 And certain aspects of
this phase of the self, or cognitive structure, should be sscertainatle
by questioning. Cne such aspect which is relevant in this study is the
degree to which the child assumes the organized sets of attitudes of
the society, as oprosed to the attitudes of particular others, The
school child's cognitive structure should reflect this as the child's
awareness of social organization. The child's assuming the organized
sets of attitudes will increase his ability to solve the problems which
confront him in the school situation. He learns to solve these prob=
lems as he learns to approach then in terms of abstract principles. In

Yead's theory, thinking is a process of conversation with one's self

17n1114am A, Scott, "Cognitive Structure and Socisl Structures
Some Concepts and Relationships,® Decisions, Values and Groups, Vol. 2,
ed. Norman F. Yashburne (New York: The Wacvillan Company, I§§§ s Do 87
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wherein one takes the attitude of the other, particularly the attitude
of the whole group.l8 This conversation with one's self is possitle
because of the characteristic of speech mentioned before, that it calls
out the same response in the person speaking as it does in ths other,

The second more specific component of Mead's theory has to do

with interaction and the part which taking the role of the other plays
in it. Taking the role of the other, it must be remembered, is assum~
ing the role or attitude of the other which one has called out in him-
self. The individual sees this attitude as his own because he has
internalised it. The attitude which the individual calls ocut in him-
self in abstract thought is the attitude of the “generalised other."
But in concrete thought, as would occur in interaction, he calls out
that part of this organized set represented in the attitudes of the

person or persons with whom he is 1nteracting.19 Taking the role of

the other in interaction has two consequences. The first of these is
that the individual 4s able to control his behavior by doing so. He
responds to this attitude of the other in a modified way, so that his
overt expression of behavior will be different from what it would have
been without taking the attitude of the other.20 The second conse-

quence is that the individual, in taking the role of the other,

18y1ead, Georpe Ferbert Wead on Social Psycholory, p. 38.

191ead, kind, Self & Society, pp. 155~6.
2orbido, Pe 25ho
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anticipates the response of the person with whom he is interacting so
that he is prepared to proceed with the interaction in a more efficient
way than he would otherwize be,2l

To the extent that the individual's overt behavior meets the
expectation of the other and his expectations of the other's response
are fulfilled, he has accurately taken the role of the other., He is
able to do this if the organiszed set of attitudes which he is calling
out in himself is the sanme as that of the one with whom he is inter-
ectings in other words, if he and the other share the same universe of
discourse. A universe of discourse refers to a common meaning which is
communicated to everyone and at the same time to one's self,22

Interaction does not proceed in the smooth way implied in the
foregoing description always. Anselm Strauss speaks in a more explicit
way of a problematic situation in which the individual is unable to
identify the other and consequently is unable to identify hinself 23
We may assume that being unable to identify the other he cannot take
his sttitude and identify himself. ¥hile Strauss does not defins the
tern identity, he uses it, in the sense of self-identity, in a way
similar to the way the tera role is used in this study. FHe explains
that the individual does not know the identity of the otherj he does

21Ib1do, P 730

22004, George Ferbert Mead on Social Psychology, p. 38.

23Anselm Strauss, Mirrors and Masks. (Kew York:s The Free Press
of GIQBCOQ’ Inc., 1959)’ PPe hno
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not know in what capacity he is acting; he does not know what his
wotives are in a protlematic situation. To determine the identity of
the other, he iwputes motives to hiw. And to estatlish his own iden-
tity he makes a motivaticnal statement, ususlly mentally. This
motivational statement is a statement to himself of what he is about to
tdo and why. In stating one's own motives, or in assigning motives to
others, one can do 8o only in the “vocabulary of motives® which he has
learned. This vocabulary of motives must coincide to some extent with
that of the other in order that understanding and apreement te had and
interaction can proceed.

The third and last component of the self in Yead's theory
requiring discussion is the person's ability to take an objective view
of himself. ke gets outside of himself so that he can look upon himself
as an object ty taking the standpoint of another. At any time that the
person is aware of himself he is taking an objective view of hinself in
this sense. Fut the cognitive nature of Mead's self implies more than
thise The person must be able to look at himself without the distor=
tion brought atout by personal feelings end prejudice in orcder to act
witr intelligence Lty reans cf his self process. lead makes this clear
in the following:

The apparatus of reason would not be complete unlees it swevnt
itself into its own analysis of the field of experiencej or unless
the individual brought himself into the ssme experiential field as
that of the other individual selves in relation to whom he acts in
any given social situation. Reason cannot becous impersonal unless

it takes an objective, non=effective attitude toward itself; otrer-
wise we have just consclousness, not self-coneciousnsss. And it is
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necessary to rational conduct that the individual should thus take
an objective, impersonal attitude toward himself, that he should
become an object to himself. For the individual organisa is
obviously an essential and important fact or constituent element of
the empirical situation in which it actsj; and without taking objec=-
tive scoount of itself as such, it cannot act intelligently, or
rttionnlly.zh

The ability to look at one's self objectively is also ¢losely
related to the idea of self-criticise and social control. The person
must see himself as he appesrs to others in the group in order that his
self-criticiem be valid. Celf-criticism is a form of social control,
and it serves to integrate the individual into the social organi-
zation.zS

The writer has given this lengthy discussion of Mead's theory as
her understanding of it because ris theory is interpreted in different
ways and the writer's psrticular viewpoint is necessary for the under-
standing of tris study. The problem which follows, and its treatment
in this study rests upon the two general asspects of Mead's theory: his
conception of the self as a process which goes on at all times that the
person is aware of what he is doing, and his conception of it as a
cognitive phenomenon, as well as the components of internslization of
the organized attitudes of the social group, taking the role of the

other, and looking at one's self objectively, as s thsoretical basis.

2ht'ead, ¥ind, Self & Society, p. 138,

25Ibido’ Pe 2550
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The Problem

Nead's theory, as presented in the foregoing section, appeared
to the writer to be a framework in which she might explore the ques-
tions asked at the beginning of this chapter concerning the relation-
ship of the child's self-development to his performance at school, as
well as the relationship of background factors of the child's life to
his self-development. FRowever, an examination of all these questions
in their entirety was far beyond the scope of any study this writer
might undertake. Therefore she chose certain limited aspects of some
of the questions for attention and trested thea in an exploratory way
in the hope that she might learn ways of observing or ascertaining the
level of the child!'s self-development and derive hypotheses worthy of
testing concerning some aspects of these questions.

The following three general hypotheses from Mead's theory con-
cerning the relationship of the child's self-development to his school
performance occurred to the writer:

Firet Pypothesis. The child whose self has reached the stage

of development in which he has incorporated the social attitudes of the
group of which he is a part, in other words in which he takes the atti-
tude of the "generalized other,”™ will give a2 better school performance
than the child whose self has not reached this stage.

Second Fypothesis. The child who can take the attitude of a

particular other person in a situation of social interaction will be
sble to interact with others more successfully than the child who cannot

do so and therefore will give a better school performance than the child
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whose self has not developed to this point.
Third Fypothesis. The child who can view himself with objec-

tivity will give a tetter performance as a student than the child who
cannot do so.

The writer decided to use these hypotheses in an implicit way
to guide a study to explore weys to ascertain the level of the school
child's self-development and to derive more refined hypotheses which
were worthy of testing.

This study, then, represents an attempt (1) to explore ways of
assessing the following aspects of the elementary school c¢hild's self-
development: his internalisation of the social attitudes of the group
of which he is a part, his ability to take the attitude of another in
social interaction, and his ability to view himself objectively; (2) to
seek relationships between these aspects of the child's self-development
and his school performance; (3) to seek relationships between the tiree
aspects of the child's self-development; and (L) to seek relationships
betwsen the child's self-development and such antecedent conditions as
the type of house in which he lives, residence with his father, and
whether or not his mother works outside the home, which may affect the
self-development of the child, as well as relationships between the
child's score on an intelligence test and his self-development,

Because of the limitations of this study, the purposes are merely to
suggest methods of assessing aspects of the self-development of the
school child and to derive hypotheses wortly of testing concerning
the relationship between the child's self-development and his school
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perfornance.

¥hile accounts of many studies are to be found in the literature
in which the authors treat the self as an entity, the writer has found
none in which the self was treated as a process as descridbed in this
thesis. Also in the studies with which the writer is acquainted the
affective aspects of the self rather than the cognitive aspects were
stressed. There have been 2 few studies based upon Vead's theory
raving to do with the self-oonception.26 Other studies have been made
of role-taking in which ¥ead's theory was used as a conceptual basis,
but role-taking was not identified as a part of thre solf-procesa.27
The importance of Mead's theory calls for studies of the eself in its
terms, and the statement made several years ago by lesonard S. Cottrell
that such studies comprised one of the neglected areas in social psy-
chology remains true today.28 The justification for making this study
rests upon the writer's conviction that the conceptual treatment given
to the self rere is more in sccord with ¥ead's theory than that used in
other studies of the self which have come to her attention,

263¢¢ S, Frank ¥iyamoto and Sanford K. Dornbusch, ®A Test of
Intersctionist Fypotheses of Self Conception,® American Journal of
E—gca%%m LIT (March, 1956), LOO; and Leo G. Reeder, George A. Lonahue,

uro Biblars, ®Conception of Self and Others,® American Journal
of Sociolory, LXVI (September, 196C), 153.

2Tone such study, James C. Frown, "An Experiment in Role-taking,"
American Sociological Review, XVII (August, 1952), 587.

28100nard S. Cottrell, "Some Neglected Problems in Social
Psychology, ™ American Sociological Review, IV (December, 1950)
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TEE PRESENT STUDY

As stated in the first chapter, this study was an atterpt to
explore ways of assessing the school child's self-development, more
particularly, his internalization of the social attitudes of the group
of which he is s part, his atility to take the attitude of another in
social interaction, and his ability to view himself otjectively. Also
this study sought to discover relationsrips tetween those aspects of
the child's self-development, above-mentioned, and his school performe
ance, @s well as relationships between the aspects of self-development
tremselves. In addition, relationsrips were sought between certain
beckground fsctors, such as residence with parents, socio=-economic
status, and scores on intelligence tests, with aspects of his self-
development, In this crapter the writer gives an account of how the
objectives of the study were pursued.

The writer conducted the following limited investigation, using
in an implicit way the three hypotheses drawn from Mead's theory and
set out in the first chapter to guide the investigation. The limita-
tions of the study are consequences of both the method and the data,
Tre lack of stringency in the method and the meagerness of the data
would preclude any claim to the testing of hypotteses., The empirical
contributions are offered merely as tentative explorations. That they
will serve as a stimulus to further studies by suggesting methods or
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typotheses is the tope of the writer,

I. SCURCE OF THE DATA

A classroom of twenty-seven sixth-grade school children was the
source of data for this study. It was one of four classes of sixth-
grade students in an elerentary school. The principal of the school
offered this particular class when the writer asked permission to study
one of the classes st the school. Fis reason for selecting this class
is not knownj however, it is possible that he knew the teacher of this
¢lass would be more favorably disposed toward such a study's being con-
ducted in her classroom than the other teachers. The principal later
stated that other classes could be made available, but because of the
cordial and cooperestive manner of the teacker of the first class
offered, the writer continued the study threre,

In the school each class was formed in the fall when school
tegan and remained together throughout the school year, and also the
teacher who was assigned to the class in the fall continued with them
until school was terminated in ths spring. The children in the clase-
room remained in the room with the same teaclter throughout the dsy,
except during the music period when they left for another room, and
during the reading period, when some of the children went to & remedial
reading class,

Wrile different classes of sixth=grade children were not
formally designated as fast or slow, the teacher stated that the
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classes were apparently set up on the basis of their academic perform=-
ance in the interests of efficiency in teaching, and that the class
under discussion was made up of students considerably below averare in
performance, The teacher made this statesent after the study was well
under wsyj otherwiss the writer would have requested a group of chil-
dren more nearly sverage for study.

The children were all Regro in an all Negro school. They all
lived a short distance from the school in a segregated area. In this
area the houses range from small, unpainted dwellings in extreme stete
of disrepair to houses which, while still modest, are otwiously the
objects of & great deal of attention and are attractive in appearance
with well-tended lawns., There are two main streets which run parallel
to each other and which extend from the school building to the entrance
to the area., All of the houses along these two streets snd the cross
streets which connect them are kept in good repair and have trees and
shruts in the yards. The houses and yards beyond these two streets on
either side are much inferior to the houses along the two main streets.
Fowever, on the other side of the school, opposite to the two parallel
streets running up to the school building, there is & section which is
relatively unpopulated. The houses there are widely scattered and vary
in appearance from very delapidated shacks to newly constructed houses
wrich individuslly are suverior to the houses along the two mein streets.
Several of the children live in that part of the area, snd two

of them live in new trick houses which appear to be professionally
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designed and built.
While the houses in this segregated area vary somewhat, the

people who live throughtout the area sre of the laboring class.

II. THE CATA

The data for this study consist of observation notes taken in
tre classroom, notes on & verbal appraisal which the teacher made cone-
cerning each child, the term grades of the children, the children's
scores on an intelligence test, information concerning the child's
residence, including the appearance and situation of his house, whether
he lived with both his parents and whether his mother was employed out-
side the home, and notes on a personal interview with each child., The

following is a short description of the data and the way it was obtained.

Observation Notes Taken in the Classroom

The writer observed the class over a period of three weeks
during the last month of the school yesr in May, 1966, tsking notes on
as much of the classroom activity as possitle., The observation period
served to give familiarity with the classroom routine end to furnish
knowledge of incidents which could be discussed with the children in the
interview which was planned for a later date. Another purpose of the
observation perliod was to permit the children to become acquainted with

ihe interviewer, and many of them became friendly.
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The Teacter's Verbal Appraisals

During the three weeks obtservation period and immediately
following the end of the school year, the teacher gave verbal appraissls
of each child to the writer. The writer sought the appraisals
originally to learn from the teacher whether she, the teachrer, could
interact successfully from her standpoint with the child. %hen it was
learned thrat all the children were passinz on to the sevenih grade,
although thre teacher considered many of them were not performing at the
sixth-grede level, the writer requested information concerning each
child in this regard; that is, whetlrer or not he was passing on the
basis of Iis work, These talks with the teacher were on an informal
basis and the writer made notes lLmmediately following the appraisal.
The writer encouraged the teacher to talk about the child from the
standpoint of her interactions with hLia, with particular reference to
whetlter the child appeared to understand what she meant and wkether she
found the child predictable and understandable to her. The teacher also
gave her opinion of the child!'s work from the standpoint of what she
considered an adequate perforuance for s sixth-grade student, including
whether or not the child had perforwed well enough to pass on to the
seventh grads on the basis of his work alone. If the c¢hild's perform-
ance did not warrent his passing, the the writer ssked the teacher if
he was passing on because of lack of facilities for retaining him or
whether he was passing on because she felt he could not benefit by

repeating the course. The teacher rad already indicated that the
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children who had not done satisfactory work were passing on for one of

the last two reasons.
Term Grsdes

The grades the children made came from the school records
isnediately following the close of school. These were the grsdes for
the second semester of the sixth grade. The subjects in which the
children received grades were reading, arithetic, English, snelling,
writing, geography, science, health, wmusic, drswing, physical education,
effort and conduct.

Intellifence Tert Scores

The intellipence teat scores, also coming from the school
records, are for the California Short~Form Test of Vental Maturity
which a few of the children in this class had taken three times since
they had started in the first grade. A few more had taken the test
twice, but many of the children had had it only once, a year before the
time of this study. However, five of the children had never taken the
test at all. The principal explained that they gave the test only on
ons day and that some of the children had been absent on that day. The
scores for the test administered one year before this study were the
ones used for this study, since they more nearly covered the entire
class. In the instances where the child had not taken the test at that

time but had taken it at an earlier time, the writer used the score for
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the earlier test,

The test purports to be an instrument for appraising mental
development or mental capacity. The manual provided for the adcinis-~
tering and interpreting of the test states that it samples mental
processes in four sreas: spatial relationarips, logical reasoning,
nurerical reasoning, and vertal concepts. The scores for the test
which were given in the school records were in the form of intelligence
quotients. The manual states thrat the test yields a norwal distribu-~
tion of intelligence quotients with 8 mean of one hundred and a
standard deviaticn of sixteen. The standardization of thre test is

based on @ national sample.

Observation of Fomes

It was necessary for the writer to call at the homes of all of
tre chrildren to take them to the school for the interviews., At this
time ehe geve particular attention to the house in which the child
lived and tre imrediate neighbortood in which it was situated and made

notes of these otservations,

Information Concerninr Reesidence with Parents

At the time the writer obtained the child's grades from the
sctool records, she also noted whether the parent enrolling the child
was the fatrer or the mother, If it was the father, she assumed that

the child lived with his fatter, If it was tre mother, she wade
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inquiry of the teacter or the principal as to whethrer or not the child's
father lived in the household, When she studied the data later, it
cdeveloped that it was an error to assume that the child lived with his
father because the fatrer's name was shown as the enrolling parent,
since the teaclter's evaluation of the children revealed on more tran
one occasicn thet the child's father did not live in the home. The
writer used this information from the teacher in each instance where tle
teacter gave it, but it was too late to make a =ystematic check of all
the children. The writer used these data, therefore, with the know-
ledge that they may not be accurate to the extent that same of the
children shown as living with their fathers may in fact not te doing

80.

Yother'!s Lrployment

In some instances the teacher gave the information concerning
whether the child's mother was employed &wsy from homej in other
instences the child gave it in response to Questioning. Again the
writer used these dats with the reservation that fuller information was
needed to assure their accuracy. Vany of the mothers of these children
worked sporadically and the child may have said his mother did not work
because she was not doing so at that particular time, wheress, as a
matter of fact, she may have been working most of the time, or vice

versa.
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The Interviews

Immediately following the end of the school year, the writer
interviewed all of the children with tlre exception of two who moved
away. SChe sccorplished this in a two-weeks period. These interviews
were an hour or more in length and were conducted in a claasroom st the
school building with only the child and the interviewer present. There
was no school in session at this time and the building wae unoccupled
except for the principal's office. The purpose of tlre interviews was to
attempt to get at some of the aspects of the self-process of the indi-
vidual c¢hild., And the article by Billlan A, Scott, referred to on page
12, concerning the cognitive structure of the individual served as a
guide in the interviews.

As mentioned in the first chapter, the writer saw a similarity
btetween the "me™ of Vesd's self and Scott's concept of the cognitive
gtructure, As will be recalled Scott defines the cognitive structure as
*the individual's phenomenological representation of himself and the
world-=the set of ideas maintained ty him and relatively availatle to
conscious awareness,® Scott divides the elements of the cognitive
structure into two kinds; one of these classifications is made up of
those elements that involve no affective or evaluative properties, that
are simply knowledge of what or how. In this classification Scott
places cognitions, beliefs, knowledge, and concepts. FKe further
defines this class of elerents as involving concrete or abstract ideas

about classes of objects and relations arong them, and he mentions the
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self concept, the stereotype, the expectancy or subjective probability
as being types frequently encountered in psychological literature and
studies, The other classification of elements is made up of trose that
involve liking or disliking the cognized object. Exarples of these are
goals, values, and threats. The elements contained in Loth of threse
classes, as set out ty Scott, seemed appropriste as components of
Vead's "me.® Accordingly, the writer attempted to get the child to
express himeelf with reference to both kinds of these cognitive ele-
ments by questions which would be expected to elicit information con=
cerning them, The writer chose thres situations which she had observed
in the classroom for reconstruction in the interviews which, she
thought, would elicit expressions on such cognitive elements as
described 4in Scott's article, The following is the manner in which the
interviews were conducted:

The writer told the crild at the outset that the purpose of the
interview was to learn how he saw things at the school and that what he
said would te used in such a way that it could not be identified as tis
communication, She also told him that although they would be using the
names of the other children and the teacher in the interview trat no
names would appear in the report of the study. Thre child end the inter-
viewver sat at a table so that both could use the interview materiasls,
These materials were thirty-six chess markers and a large sketch pad
containing a diagram of the portion of the scrool building where the

room in which the child had spent the past nine months was located.
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The diagram showed the entry hall to the school building, the hall
leading to the classroom, and the room with rectangular outlines repre-
senting the desks, situated as they had been during the school term.

The writer gave an explanation of the diagram to the child and
encouraged him to point out the desks where the different children sat,
including himself, to make sure that he understood the diagram. She
then told him that he could let the chessren represent the children and
the teacher, and the writer moved the chessmen about to show him how
this could be done. The writer then asked the child to imagine another
child who had never teen to school (a boy if the child being interviewed
was a boy, and a girl if the child being interviewed was a girl) and to
imagine that he was telling the child who had never been to school
about it, using the cressmen and diapgram to show the child what he
meant. The writer then sugrested things the child being interviewed
mipht tell the ons who had never been to school. The writer also asked
questions using the cressmen to dramatire them, occasionally reminding
the child being interviewed that he was telling this to a crild who had
never been to school,

Tre interviews were not rigorously structured, but the writer
reconstructed the same three situstions at approximatsly the same point
in each interview, And she asked much the same questions of all the
children. A description of these situations and questions follows in
the section devoted to procedure. The writer conducted the interviews

in as informal a manner as possible and the questions were all
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open-ended. The purpose of using the chessmen was to put the child at
ease, It is the opinion of the writer that this occurred; most of the
children tecame animated and entered into the make-believe in an enthu-
slastic way. Thre chessmen rerved another purpose which the writer had
not anticipated. C“ome of the chilcdren were reluctant to call the crild
by name who was a poor student or whom the others disliked, tut when
trey were asied to move the student who was the poorest to a position
along the wall, as shown in the diagram of the room, they did this, In
zany cases, the child after doing this would then becoxme voluble about
the others in the class. The child's difficulty here was not mere
illness-at easej; he seered to feel that he was doing something which he
should not do wren he called the other child by name, but it did not
bother him to indicate the chessman who represented the child,

In both instances, where the child was 111 at ease with the
writer, and where he was reluctant to make unfavorable remxarks atout
another crild, the drazatization helped the child to objsctify the
situation. In terms of Kead's treory, it freed him from his emotional
involverent with the situation which was causing him to react in a
direct manner to it so that his self-process could come into operation
and he could handle the situation in a cognitive manner,

The above has been a description of the eight kinds of data
used in this study, 1. e.,, the observation notes taken in the class-
room, notes on the verbal appraisals made ty the teacher concerning

each child, the term grades of tre children, the children's scores on
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an intelligence test, information concerning the child's residence,
inclvding the appearance snd situation of his house, whether he lived
with both his parents and whether his mother was exployed ocutside the
hoas, snd notes on an individual interview with each child. The manner
in which the writer treated these eight kinds of data follows,

ITI. RESEARCE VETHODS

After tre writer collected the data described in the foregcing
section she classified them in the following way so that she could

study them to determine if relationships existed between thenm,

Classroom Notes

The classroom notes served not as a direct source of data, but,
as set out in the foregoing section, as a source of information for use
in the interviews. In addition, from time to time, reference to them

served for explanatory purposes, as will te set out in this report.

Teacher's Verbsl Aporaisals

The teacher's verbel appraisals served as a tasis for dividing
the children into two classes, those who were being passed on the basis
of their work and those who were being passed on to the seventh grade
for other reasons., As stated before, all of the crildren were passed
to the seventh grade and their grades reflected that they were passing,

although soze were very low. The teacher said that she considered many
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of them in need of repeating the course, but that facilities were not
available for their doing so. Others, she said, while they were not
doing satisfactory work, were being passed on because she considered
them incapable of doing any better even though they had repeated the
coursé. The writer decided not to use the teacher's expressions cone
cerning her interactions with the children since her statements as to
the quality of their work included this factor. As in the case of the
classroom notes, however, different items from the teacher's appraisals
served for explanstory purposes and these instances have been noted in
this report,

Tern Grades

Mhile the term grades: of the children were not of use for
dividing the children into two groups of those doing passing work and
those doing failing work, trey were of use for comparative purposes
since the teacher had given those children who were doing better work
better grades and those doing poorer work poorer grades, with the
exception of two cases which will be discussed later. The writer used
the grades for devising a ranking system against which the child's
ranking of himself as a student could be sompared. In constructing the
ranking system, the writer first computed the average of the grades
each child received in the different subjects, giving the letter grades
the following weights: A, fourj B, threej C, two and D, one. (The
teacher gave no grades of F.) An average of three and six-tenths or
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above was then considered an A; two and eix-tenths to three and one-
half, a B; one and six-tenths to two and one-half, a C; and one and
one-half and below, a D.

As can be seen in Table I, there were eight children with an
average of B, These children were all doing what the teacher con-
sidered satisfactory work for children in the sixth grade. There were
fourteen children with an average of C. Only one of these was con-
sidered by the teacher to be doing passing work. As the table shows,
there were three children with an average of D The teacher said that
she would have passed one of these children with a D average in any
event because she considered him capable of doing seventh—grade work
satisfactorily.

TABLE I

SCHOOL PERFORMANCE BASED ON GRADE AVERAGE AND
TEACHER'S VEREAL APPRAISAL

Grade Teacher's verbal appraisal
Average Dolng passing work Doing falling work Total
B 8 0 8
c 1 13 1
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In devising the ranking gystem, the writer next ranked the

children according to their grade averages, Those with the eight high-
est ranks, based on grade slone, were the children with B average, and
these eight children retained the top eight ranks in the devised
system. However, the children who ranked ninth and tenth according to
their grade sverages the teacher considered to have done failing work,
while the one who ranked eleventh on the basis of his grades the teacher
considered to have done passing work. In the devised ranking system,
the writer moved this child who held eleventh place up to ninth place
ahead of the two children who had occupied the ninth and tenth places on
the basis of their grades. The teacher considered all of the other
children to have done failing work with the exception of ths one boy
who had a D average, whom she said she would have passed because she
thought hin capable of doing seventh-grade work. The writer moved this
boy into tenth place in ths devised ranking system, above the other
children with higher grade averages whom the teacher considered to have
done failing worke ¥ith the exception of these two boys, one of whom
the writer moved up two places and the other fifteen places, all of the
children held racks according to their grade averages. The writer
recognises tlat this ranking systea does not have a completsly sound
logical basis, but it was the best she could devise with the available

informetion, and it was used with this reservation.
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Intelligence Quotients

The writer placed the intelligence test scores in the classifi-
cation suggested in the manual which accompanied the tests. As shown in
Table II this classification divided the possidle scores into six
classes, those of one hundred and thirty and above being classified as
Very Superior and comprising three percent of a typical populationg
those falling from one hundred fifteen to one hundred twenty-nine were
placed in the Superior ¢lass and made up fourteen percent of the typi-
cal population. Kone of the scores of the children fell within these
two top classes, as will be seen Ly referring to Table II. The third
class was made up of scores from one hundred to one hundred fourteen,
and was entitled Eigh Average, constituting thirty=-three percent of the
typical population. The fifth class, the Low Average class, was made
up of scores from eighty—-five to ninety-nine and also constituted
thirty-three percent of the population. The two lowest classes were
the Inferior and the Very Inferior, made up of scores of seventy to
eighty=four and sixty-nine and below, respectively. The Inferior class
coaprised fourteen percent of the typical population, and the Very
Inferior three percent, The scores of the children under consideration
fell in all of these four classes, as Table II shows. Where a two~
category division was used in this study, the writer divided the chil-
dren into two categories by placing those whose intelligence Quotients
fell into the High Average and Low Average classes in the upper cate-
gory, and those whose intelligence quotients fell into the Inferior and
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Very Inferior in the lower category. This made a total of eleven
children in the upper intelligence quotient category and a total of
nine in the lower.

TABLE II
INTELLIGEKRCE QUOTIRKT CLASSIFICATION

Intelligence Percent typical Kumber of chrildren

Class aquotients ‘population in present study
Very superior 130 and above 3 0
Superior 115-129 14 0
Eigzh average 100~-114 3 3
Low average 85-99 33 8
Inferior 70-81 1k 8
Very inferior 69 and below 3 1

Total 100 20

Socio-Economic Status

As will be recalled from the description of the data, the chil=-
dren's socio-eccnomic status was based on three factors: the type of
house in which they lived, whether they had a father in the home, and
whether their mothers worked outside the home. Tre writer divided the
children into two categories on the basis of each of these three cri-

teris, as followss
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Type of Residence. The writer placed the children oceupying

the houses situated on the two parallel streets running from the
entrance into the area to the school building and the cross streets
connecting these two parallel streets in the upper category. As
explained in the section on the source of the data, all of these houses
were noticeably of better construction and were better cared for than
the houses on the streets on either side beyond the parallel streets.
There were five children who lived in this section. Also the writer
placed in the upper category the two children who occupied the new
brick houses in the sparsely settled area. While this area was on the
whole inferior to the area of the parallel streets, the houses were
widely scattered and some were small farms, so trat these two houses
wers not as closely associated in value with the surrounding houses as
were the houses in the two aress on the other side of the school. As
shown in Table III, this nade & total of seven children in the upper
category of this socio—economic criterion.

All of the other children were placed in the lower category.
These were the children who lived in the houses in the poorer section
on either side of the area of the parasllel streets and those who lived
in houses of like appearance in the sparsely settled area on the other
side of the school. There wers eighteen children in the lower cate-
gory, as is shown in Table III.

Presence of fathrer in hore. The writer divided the children

into two categories with reference to this second criterion also, the
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upper category containing simply those children who lived with a father
in the home and the lower category containing those who did not rave a
fatter in their home. As Tatle III shows, there were nineteen children
who lived with their fathers, and six who lived in homes without fathers.

TABLE III

SCCIO-ECOKCYIC STATUS OF CFILOREN FROM STANDPCINT OF
TRREE CRITERIA

——
—

Type of Fatter Noo-working
Category residence in home nother
Upper category 7 19 12
Lower category 18 6 13
Total 25 25 25

Vother not working outside home. The writer placed those chil-

dren whose mothers 4id not work outside the home in the upper category
on the third criterion and those whose mothers worked sway from home or
were completely absent from the home in the lower category. As

Table III shows, there were twelve children whose mothers remained at
home and thirteen whose mothers worked outside the home, or were com-
pletely absent.

Over=gll socio-economic statue, In addition to consideration

of tre children on the three above-described socio-economic criteria
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separately, the writer considered thea in terms of an over-all, or
general socio—economic clessification. 1This classification also had tw
categories, the upper of which contained the children who fell into two
or three of the upper categories of the separate criteria, and the
lower being mads up of clkildren who fell into two or three of the lower
categories of the separate criteria. The children were about evenly
divided into the two categories of this cver-all socio~economic classi-
fication as is shown in the following:

Children falling into two or maore
upper cstegories of the three
socio-economic criteria 12
Children falling into two or more
lower categories of the three

socio-econoxic criteria 13

Total 25

This concludes the discussion of the research methods concerning
the data indicating the children's school performance, their intelligence
Quotients, and their socio-economic stetus, The treatment of the data
taken as an indication of the children's self-development, derived from
the interview notes will be subject of the remainder of this chapter.
Fecause of the importance of these last data to the study, their treat-
ment will be given in some detail,



IV. RESEARCE VETFOLS, SELF=-VARIABLES

The writer treated the child's stage of self-development in
terns of the three aspects of the self contained in the three implicit
hypotheses from kead's theory, that is, the extent to which the child
had internalized the organized social attitudes of the group; his
ability to take the sttitude of the other, in this case the teacher, in
social interaction; snd his atility to view himself objectively. Since
the interviews were unstructured, it was necessary to subject them to
content anslyeis to deterxine what variables occurred in enough
instsnces to be used to indicate the first two aspects of the self, or
internalisation of social attitudes and taking the attitude of the
other, as contained in the first and second implicit hypotheses. Varie
ables for the third aspect of the self, looking at one's self objec~
tively, contained in the third implicit hypothesis, were drawn from the
interviews without content analysis, as will be described later.

In doling the content analysis, the writer remsined alert, first,
in terms of the first implicit rypotresis, to any indication in the
child's cognitive structure of awareness of social organization or
organized social attitudes, since she considered this to be a manifee-
tation of what Vead calls taking the attitude of the generalized other.
Three such veriables were discovered which appeared in s sufficient
number of interviews to warrant their use. Thess are discussed below

in detail.
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The second kind of variable which the writer sought bty content
analysis was, in terms of the second implicit hypothesis, that which
indicated tle child was taking the asttitude of the other, in this case,
the teacher, in reaembered or imagined soclal interaction. Two of these
were found and are discussed below in detail.

The third kind of variable obtained from the interviews was
trat which indicated the child's ability to look at himself objectively,
in terms of the third hypothesis implicitly guiding this study. It
was not necessary to use content anslysis to ottain these variatles.

Two of these were found and these are also discussed in detail telow,

Incorporation of Social Attitudes

As stated above three variables were chosen to indicate incor-
poration of social attitudes. Following 1s & discussion of each in
terms of its conceptual framework and its division into two categories,

First self-variable. The first variable pertains to the child's

discernment of the universal nature of traffic rules in the hrall of the
school. This was seen as an indication of taking the attitude of the
generaliszed other.

At the school, members of the student body stand in the hall and
direct traffic. Anyons passing in the hall must go to the right of the
student council member. These children who direct traffic are instructed
to see that all obey ths rule, even the teachers and the principsal. A
student council member stopned the writer and asked her to go around

him on two different occasions before she inquired and found out about
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the rule. This situstion, the writer thought, offered possibilities
for testing swareness of a rule to which all are subject, or in other
words a universal rule. The child's awarensss of this aspect of the
rule would be an indication of his incorporation of the crganized sets
of attitudes of others, or of social organisation.

During the interview the interviewer drew the child into a
discussion concerning the dutlies of the student council members who
stand in the hall and direct traffic. The interviewer then presented
a situation to the child bty use of the interview materials where a
cheseman representing the teacher and a chessman representing the
principal were moved past the student council member on the left-hand
sides The interviewer then asked what the student council member would
do. The answers of the children to these questions showed the following
differing ways in which the children saw the situstion. The child could
see the rule as binding upon the teschers and enforced with reference to
them; he could see it as a rule which the teachers should obey but which
was not enforced with reference to thea; or he could see it as a rule
not applying to the teachers. The child who saw the rule as one appli-
cable to the teschers and as enforced where they were concernsd was
considered to be the one who was aware of its universal nature to the
greatest degree, In ths situations in which the child thought the rule
applisd to the teachers but thought it was not enforced or only enforced
part of the time, or, perhaps, hs was not sure as to whether it was
enforced or not, as well as in the situation in which he thought the
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rule did not apply to the teacrer, the child was considered to be not
completely aware of the nature of ths rule.

The writer therefore divided the children's statements concern~
ing this matter into two categories: the upper category containing trose
angwers which indicated the child saw the rule as one to which the
teachers were subjcct and concerning which the hall monitors would
correct them and the lower category containing all the answers which
indicated cne of the following: the child trought the rule did not
apply to the teachersy the child thovght that the children would not
enforce the rule where the teachers were concernedj or, the child was
not sure about the rule or about wtether the children would enforce it
where the teachers were concerned. As shown in Table IV, there were
twelve children whose answers indicated they were aware of the universal
nature of the rule and thirteen whose answers showed that they were not

aware, or fully aware of its nature.

TAELE Iv

SFLF-VARIAELESs INCCRPORATICN CF SOCIAL ATTITUDLS
FIRST VARIAELE: ARARENESS CF UKIVERSAL NATURE OF TRAFFIC RULE

Mumber of

Categories crildren
Upper categorys aware of universal nature of rule 12
Lower category: not aware of universal nature of rule 13
Total mumoer of chi.dren considered 25
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Second self-variable, The second variable also was an indics-

tion of the child's internaliration of socisl attitudes and had to do
with his view of the teacher as performing a function in the school
organization. The writer asked each child, as will be recalled, to
imagine that he was telling another child who had never bteen to sctool
about the school situation. At one point, the writer suggested to him
that a child who had never been to school would want to know about
teachers, The resnonses the children made to this sugpestion were studied
to see if the child's view of the teucher reflected an awareness of the
socisl orpanisation of the school. The bearing which the childts view
of the teacher had upon his awareness of the social orpganisation of the
school appeared as follows,

If the child was sware of the social organizetion of the school,
of the part the different people play in it, and of the purposes of the
school, he would see the tescher in her capacity as teacher, that is,
in an instrumental capacity. He would look at the student-teaclrer
relationship in an impersonsl way, as one in which his part was an
active pursult of education and the teacher's part was to instruct,
guide, and direct him in this activity. Cn tre other hand, 4if the
child sew the teacher purely in an affective way, that is, if he saw
his relationship to her as an end in itself, or if he saw her as his
keeper, as someons in whose charge he had been placed, and with whose
arbitrary actions he must cope, he was not considered to be aware of

the social orgeniration of the schrool,
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The children's answers to this Question were therefore studied
with reference to the criterion of whether they saw the teacher as being
instrunentsl in the accomplishment of the purpose of the school. Again
the writer divided the answers into two categories. In the first cate-
gory she placed those answers which seened to show that the child saw
the teacher primarily in an instrumental capacity. Tre second category
contained the answers in which the child indicated that he looked upon
the teacher-student relationstip more or less exclusively in terms of a
relationship which was to be valued or shunned in terms of itself alone,
or as a relationship in which he played a passive part, except to the
extent that he must placate the teacher or avoid her displeasure.

Table V shows how the children's answers were divided into two cate-

gories.
TAEIE V
SEIF-VARIABLESs INCORPORATION OF SOCIAL ATTITULES
SECOXKD VARIABLE: VIEW OF THE TEACFER IN AN
INSTRUKENTAL CAPACITY
Number of
Categories children
Upper categorys sees teacher in instrumental capacity b1/
Lower categorys sees teacher in other capacity 10

Total number of children considered 2L
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Fourteen answers showed that the child saw the teacher prima-
1ly in an instrumental capacity and ten showed that the child saw her
in sorme other capacity. Cne of the children's aneswers was not vesed
because it showed that the crild had been discussing the interviews
with the other children and was attempting to discuss the teacher in
terms of another question asked in the interviews. This kept her
answer from teing a true reflection of her view of the teacher.

Third self-varisble, The third variable which the writer

decided to use as an indicetion of the child's interraliration of social
attitudes was his view of himself as having the responsibility for his
own tehavior. The writer had seen the following situation during the
otservation period in the classroom, and she reconstructed it with the
child's hrelp, using the chessmen and room diagram,

The teacher went from the room for a while and before leaving
she plsced the class president in charge of the class, telling him to
continue with the lessons and admonishing the class as a whole to
behave in the way they knew they should. While the teacher was out the
recess bell rang. There were two bells, with a five-minute interval
tetween them, for recess. It was the usual procedure when the first bell
rang for the children to c¢lear their desks and then arise and stand
teside their desks in an attitude of attention until the second bell
rang. The teacher usually stood in front of the room inspecting them
and the room in genseral. ¥hen the second bell rang, they passed out in

single files unless the teacher detained them,
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After reconstructing this situation up to the point where the
first bell rang, the writer asked the child, "Nhat happens now?®, After
the child had given his answer, other Questions were asked, one of which
was whether the boy who had been left in charge of the class was
supposed to tell them what to do, and another of which was what would
happen 1f the boy who had been in charge had seemed to forget that he
was in charge of the room and had gone to his desk and started arranging
his books. (This was, in fact, what he had done.) The children's
answers to these Qquestions wers studied to learn whether they expected
to be told what to do and whether they looked upon themselves as being
responsible for continuing in the usual way even though the tesacher was
out of the room and the boy in charge of the class had abandoned his
position. Their answers varied from those who said the boy in charge was
not supposed to tell them what to do because they already knew what to
do and would do it, to those children who said that the boy in charge
was supposed to tell them what to do and that if he didn't, they, the
children being interviewed, worl. Just stand by their desks and would
not under any circumstances leave the room until, or unless, the boy in
charge told them what to do.

The rationale here was that the internalisation of the attitude
of the other, particularly the generalized other, acts as an agency of
social control. The persoa takes the standpoint of the group toward
himself and in reacting to this standpoint he is controlled by the social
attitudes of the group.
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In this case, the answers of the children were placed in two
categories according to whether the child saw himself as bearing the
responsibility for his own behavior, or if he phrased his answers in
terns of what the class would do, the extent to which he saw the chil-
dren in the room, with himself as one of them, as being responsible for
their own behavior. The first category contained those answers in which
the child saw himself and the other members of the class as clearing
their desks, standing beside them, and passing out when the second bell
rang. If they said they expected the boy in charge to direct them, they
also said, when asked, that they would know what to do anyway and would
do it. Eighteen of the children's answers fell into this category, as

shomm in Table VI,

TAELE VI

SEIF-VARIABLES: INCCRPORATICN OF SOCIAL ATTITUDES
THIRD VARIAEBLEs SEES SELF AS BYING RESPCONSIELE
FOR O&N BEHAVIOR

Number of
Categories children
Upper categorys sees self as responsible for 18
own behavior
Lower category: sees self as not responsible 1

for own behavior

Total number of children considered 25
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In the second category, the writer placed those answers which
indicated that the child expected the boy in charge of the class to tell
thew what to do and if he did not they, and sometimes the class, would
not know what to do, and in many cases they would do nothing. The
reasoning behind placing these answers in this category was that these
children did not see themselves as assuming the responsibility for their
own actions. There were seven children whose answers were judged to
show that they did not see the responsibility for their own behavior

resting upon themselves, as is reflected in Table VI,

Taking the Attitude of the Other

The next two variables were viewed in the context of the second
component of Mead's self, as contained in the second implicit hypothesis,
that of taking the attitude or role of the other. They were handled in
the interviews in the following way.

Fourth self-variable. The situation described in the third

variable in which the teacher had left the room had further signifi-
cance in the interviews. As will be recalled, the recess bell rang and
the children prepared to go to recess. There was soze disorder and
noise and this became worse when the assistant principal sent one of the
children back into the room with instructions that they were not to go
into the hall because a school election was being held and there were
alresdy too many children in the hall. From this time until the chil-

dren returned to the classroom following their turn to vote-=they were
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also participating in the election--the class wag not called to order Yy
the class president end threre was some noise, with the children singly,
or in two's and three's going into the ball for short periods of time.

When the teacher returned to the room she was obviously upset
and began talking to the children in a stern way, although at the time
she returned, the class was proceeding in an orderly way with its leseons
agsin with the class president in charge. The writer reconstructed the
scens in which the teacher returned to the room with the interview
materials in its proper sequence following the other events as recounted
in variable three and the events descrited abtove, At this point the
writer said to the child, "Here you surprised that she was angry?. Fere
again the answers varied; some of the children said they were not sur-
prised because they had been noisy; some said they were surprised, and
some insisted she was not angry. The situation was then developed
further by having the teacher in the drama (as she had done in the real
situation) remind them of the Bible story of Lot, whose wife had looked
back at the city of Sodom after having been commanded by the Lord not to
do so, and had been turned to a pillar of salt. This made a few of the
children say something to the effect that perhsps they hadn't been so
surprised after all or that maybe they were a little noisy at that.

The writer saw this situation, as reconstructed for the child,
89 an example of what kead meant when he ssid that human social inter-
sction was carried on in a more efficient way becsuse the individual,
by taking the role of the other, knew what to expect of the other and
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was therely already prepared for the response of the other.

Further light can be thrown on this situation by viewing it in
terus of Strauss's discussion of estsblishing the identity of the other
in a problematic situation and of one's self so that one can proceed
with the interaction. For some of the children, at least, it was a
problematic situation in which it was necessary that they assign motives
to the teacher in order to determine in terms of what self she was
acting so that they could understand the situation well enough to place
themsslves in it and proceed with the interaction. Those children who
chanrfed their interpretation after having the story of Lot pointed out
to then had succeeded in placing the teacher and themselves in the situ-
ation. However, in this instance the child's ability to anticipate the
response was the variable under consideration, so that the children who
were successful in post-=diction, so to spesk, were not successful in
anticipsting the teacher's response, slthough they could be considered
to be more proficient in role-taking than those children who were never
able to figure out the situation.

As in the case of the other variables, the writer placed these
answers in two categories as to what appesred to be the child's expecta-
tion of the response of the teacher, The aneswers of the children who
said that they had not dbeen surprised and who attributed the teacher's
displeasure to threir having been nolsy in the teacher's absence were
placed in the upper category. As is shown in Tatle V1], nine enswers
fell into this upper category.

The second category was composed of the answers of the children
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who said they were surprised, or who insisted she was not sngry. There
were fourteen answers in this category, as is shown in Table VII. There
were two answers which could not be used becsuse it wes obvious the chil=
dren were confusing this incident with another incident which occurred
before the writer had begun observing the class,

TABLE VII

SELF-VARIABELES: TAKIK( THE ATTITUDE OF THE OTHER
FOURTR VARIABLE: EXPECTATION OF
TEACHER 'S RECSPONGE

———
p——

Number of

Catepories children
Upper category: expected teacher's response 9
Lower category: did not expect teacher's response 1
Total nunber of children considered 23

The children who said they were surprised gave many different answers
when asked why the teacher was angry. S%ome ssid simply that she was
angry because they had been noisy. Cne of these said Le didn't know she
would know about it. Another said re didn't trink they were that noisy.
Ons or two of them amended threir answers after being asked wry she had
told them the story of Lot to say that she was angry because they had
been noisy. Sore of the children, even after being reminded of the story

of Lot, were unable to account for the teacher's response. Also in
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this category were placed & few children who said trey were not sur-
prised but who attributed ter displeasure to other causes; in othrer
words, they assigned incorrect motives to her and thereby demonatrated
that thelir correct expectation was merely a hapoenstance,

Fiftr self-varisble. The fifth self-variable was also an aspect

of taking tre attitude or role of tre other, in terms of the second
imolicit typotresis. Thre writer hrad also otserved s situation during

tte visits to the classroom in wrich the children hald had a snelling
match., The contest had not lasted long tecause all thre boys, wro were
competing asgainst the girls, had to sit down when they could not spell
the word sincerely. Yost of the girls had had to sit down also becsuse
of this word, but there were two or three of them still standing when one
correctly spelled the word. At thris point the teacter told the remain-
ing girls to take their seats. Shte then told tke children to put their
books in their desks and get a clean sheet of paper. After gll the ctile
had complied with these instructions, she told them to start writing the
word cat and to contimue writing it until she told them to stop. This
was only a stort time before lunch time, and when the bell rang sre told
ther they might stop and prepare for lunch,

The writer reconstructed this scene in the interviews by asking
tte child from time to time, "RNhat rappened t*en?", or "%trat happens
now?", depending upon whether the child was remenbering or imagining.
After the writer had contrituted the part about the teacherts having then
write cat, she asked the child, "™ihat did you think when she said that?",
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All the children connected her behavior with spelling in some way, but

their reasons as to why she had had them do this particular thing

showed a great variety. Some said that she was mad because they had
not studied their spelling lesson, while others took it so literally
that they eaid she thought they didn't know how to epell cat and was
tcaching them how to do it., CSome of them insisted she was not angry and
was showing them a method of studying spelling,

While the writer saw this situation, like the situation
described under variable four, as an example of the part taking the
attitude of the other plays in interaction, she handled it differently
here because the idea was to get at the child's interpretation of the
teacher's behavior. The situation was one which could appear as prob-
lematic, in the sense that Strauss described, from the standpoint of the
child since the teacher offered no rint as to her reasons for having
them do what she did. The writer studied the answers with a view to
seeing how the children identified her, that is, what motives they
assigned to rer so that they in turn could take her position and iden=-
tify themselves in the situation and proceed with the interaction.

Two categories were set up hrere in an attempt to classify the
answers of the children 2s to how nearly their assignment of motives
sgreed with the teacher's own view of her behavior. The answers which
showed the child knew the teacher was provoked because trey hadn't
studied their spelling lesson and was in a sense punishing them were

placed in the upper category. Taltle VIII shows that ten answers were
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placed in this category. In the lower category were placed those
answers which seemed to indicate the child connected her actions with
the class's inability to spell the words but that he did not see it as
a punishment or as a result of her being provoked. In the lower cate-
gory were 8lso placed the answers which showed that tre child was
unable to attribute motives to the teacher, in other words, he said he
did not know why she had had them write the word cat. As Table VIII
shows, there were also ten answers in the lower category. The writer
failed to ask the other five of the twenty-five ctildren to interpret

the teacher's actions in having them write the word cat.

TAELE VIII

SkLFk=VARIAELFSt TAKIKG THE ATTITUDE OF TFE OTHER
FIFTH VARTAKLEs CORRFCT INTFRPRFTATICN OF
TFACFER'S RESPONSE

Kumber of
Catepories children
Upper categorys correctly interpreted tre teactrer's 10
response
Lower category: failed to interpret correctly thre 10
teacter's response
Total number of children considered 20

The foregoing five variables were all the variables deterzined

by content analysis. However, two more variables which did not require
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content snalyeis came from the interviewes., These variables pertained
to the child'e gstility to take sn objective view of himself, which s
the ttird aspect of the self treated in this study and which was con=-

tained in the third implicit hypothesis

looking at the Self Cbjectively

As will be recalled from the theoretical discussion, tre
expression locking at one's self with objectivity means more than the
mere placing of one's self in one's own envirommental field. While it
includes as a first step making an object of one's self, and this is
done by taking the sttitude of another, or the "generslized other,®
it also includes looking at one's self without the bies of versonal
feelings and prejudices. The following two varisbles were considered
to be instances of looking at the self objectively.

Sixth self-variatle., The sixth self-wvariastle, proposed as sn

indication of the child's looking at hLimself objectively,Was his ranking
of rirself accurately as a student. The c¢%ild ranked rimself in the
context of the interview as follows,

During the interview the interviewer asked each child to place
tre cressman representing the best student in the class against the
line representing the wall in the diagrax of the room. The interviewer
then asked him to place the next best beside the first, and tren the
next best, and so on. This continued until the child had placed seven
or eight chessmen. If te had placed himself among these seven or

eight, the interviewer then asked him if he tad gone far enough to tell
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who was going to te at the end of the line. If he could place the one
he considered the poorest student, he did so. Sometimes, however, the
child was reluctent, or unable, to do this. In this case he was asked
to place a few more in the upper part of tre line, and then again he
vas asked if te wos able yet to determine who would be at the end.

If the child had not placed hirself in the first seven or
eight students considered by him to be the better students, tre inter—
viewer encourared Fim to continue until te had placed timself and
usually one or two more before stopping him to ask if he was then able
to tell who would be at the end of tte 1line. The purpose of this was
to see wrere the crild placed himself as a student and to compare ttis
with his rank as devised for the purpose of this study, as described
under treatment of the term grades on pages 33-35.

Reference is macde to Tatle IX which shows the differences wrich
occurred between tre students' ranking of themselves and their ranking
as students bty tre criteris used in ttis study. Trese differences
ranged from zero to twelve and one-tslf places., Trirteen of thre cril-
dren were atle to rank themselves within four places of their rank as
determined for the purposes of this study. Four more were atle to
rank themselves within eight places of their objective rank. The
others missed their objective rank bty eight and one~hsalf or more
places. Tris last group included two children who were unatle to rank
themselves at all., The writer sesigned a difference for these last two

children equal to the greatest difference in the classroom, twelve and
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one-half places, so that there would be a basis on which they could be
included in using this variable in the study.

TAEL: IL

SELF=VARIAELLSs LOOKING AT SLLF OBJECTIVELY
SIXTH VARIAFLEs CORRECT RANKING OF
SELF AS STUDENT

Difference between self=-rank and objective Yumber of
rank devised for study children

0.0 - L. 13

Les - 8.0 L

8,5 =12.5 8

Total 25

This variable as a test of the child's ability to look at him-
self objectively ignores the faztor of whether he was able to place the
other children accurately. It might appear if he were unatle to do
ttis, his instility to place himself accurately could not logically be
attributed to his fajilure to view rimself objectively. Fowever, tte
writer did not see this to be the case. Thre individual's ability to
look at anyone otjectively, as defined for this variable, hinges upon
rhis abllity to take the attitude of the generalized other, or to assume
the organized attitudes of the group in which he is involved to some
extent. In other words, the child who had incorporated trese social

values would have been atle to place the members of the class with a



60

satisfactory degree of acouracy. So that the child's inability to
place the children in the classroom, including himself, accurately
would have been an indication of an inability to look at himself
objectively. It would likewize have been a manifestation of lack of
objectivity, although in a2 more restricted senss, if the child were
able to place his classmstes sccurately btut not himself. PFoth
instances of lack of objectivity occurred in the interviews.

Tith reference to this self-variable and the next, also having
to do with the child's looking at himself objectively, the writer made
no distinction between overrankings and underrankings, Wrile this
would be an important distinction for many purposes, the writer did not
see it to be of significance in this conceptual framework. The cogni-
tive aspects of the self-process were being investigated; the question
was whetlter the child could sees himself in the light of mocial atti-
tudes or from the standpoint of an entire class of children rather than
from an affective standpoint.

Since there was no logical place of division of the differences
in self-rank and objective rank of these children, they were not
placed in two categories as in the first five variatles. Instesd,
tris variable was used by cormparing the average difference of one
group of children to the aversge difference of another. This is
discussed furtter at the end of this chapter and again fully under the

findings of this study.
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Seventh self-wvariable., The seventh self-variable also was an

aspect of looking at one's self objectively. Here the criterion was
agreement of the child's view of himself as to how well he was liked by
the class with the view the class, as & whole, had of him in this regard,
The writer handled this variable in a similar manner to the foregoing
variable in the interviews.

In the same manner in which the writer asked the child to rank
the members of his class and himself as to school performance, she also
asked the child to rank the members of the class as to how well each
was liked. The child picked cut the child whom he saw as the best liked
in the room and placed him, or rather the chess marker representing him,
against the line representing the wall of the room in the dlagram.

Fe then picked out the one who was liked next best. He repeated this
until he had placed himself. The writer then asked the child who would
go at the end of the line, and in most cases who would be the one just
before the last one in the line. The purpose of this was to see whether
the child saw himself as the others saw him,

The way the other children saw him was also determined from this
same part of the interview. A ranking system which was called the class
rank wag constructed in the following way. The writer tabulated the
rankings all the children gave to each other as to how well each was
liked, exclusive of self-rankings. The child whom the others saw as
best liked the most often received first place in this system. The
succeeding ranks were determined by multiplying the number of times a
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child was placed in a particular rank by the rank number, then adding
the products together and dividing by the number of times he was ranked
by the other children. These Quotients for all the children were then
placed in rank order., This system has the serious failing that each
c¢hild did not rank the entire class. At the time the interviews were
conducted the writer did not anticipate using the children's rankings
of each other in this manner., While the ohild's renking of himself is
reliable, the class's rank is not reliable in all instances. The
writer used the class's rank with this reservation.

The writer placed this self-wvariasble in the conceptual scheme
of the study in the following way. The children had all been members
of the class for a period of nine months. During this period of time
they had been incorporating the informal social interaction of the
group so that there should have been & similarity in the group atti-
tude, or attitude of the "generalized other®™ which each was taking with
reference to group activities. Each child's awareness of how well he
was liked, as well as how well his classmates were liked, came from
assuming the group attitude. And it is by assuming the group attitude,
rather than the attitude of a particular individual that tbe child gets
an impersonal, objective view of himself, The children participated
in a like manner in the informal social interaction patterns of the
group and the attitudes assoclated with it, and there should have bteen
a similarity in the group attitudes assumed bty the children, That is
to say, the views the children in the class had with reference to a
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particular member should have been similar. This similarity should
have been present as well when the child's view of himself was com-
pared to the views of his classmates of himself.

When a child saw himself in a manner greatly at variance with
the manner in which his classmates saw him, there was reason to think
that he was not looking upon himself objectively. This lack of objec~-
tivity may have come about through his inability to assume the attitude
of the group, so that he likewise was unable to place his classmates in
a manner similar to the way the other children placed them. Or the
child could simply have been so influenced ty his personal feelings and
prejudices that he could not place himself objectively, although he
might be able to assume the attitude of the group with reference to the
other children. In either event, objectivity with reference to himself
would not have been present.

While this variable is similar to the preceding variable, there
is this difference. In the earlier instance the child's accuracy in
placing himself was the question, accuracy being taken to mean agreement
with his place in the ranking system employed in this study, which, in
turn may have been a reflection of the teacher's attitiude, the social
attitudes of the larger socisty, or more particularly of the school
organization of which the tescher and the child were a part. With
respect to the variable here under considerstion the agreement of the
child's placement of himself with his placement by his classmates is
being investigated. As a participating member of the group, he is
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being asked to assums the attitude of the group as a whole toward hin-
self, Fis view of himself from the standpoint of the class is being
compared to Yor the other children see him from the standpoint of the
class. It 1s not being compared with the aversge of the way he is liked
ty the children individually, which is a different thing and whrich does
not necessarily coincide with how well he 1s seen as being liked,

As reflected in Table X, the greatest difference tetween self-
rank and class rark was twenty-one places. Only ten of the children
ranked themselves within seven places of their class rank. Seven more
ranked themselves witlrin fourteen pleces of their class rank, The
others ranked themselves with a difference of fifteen or more places
between their self-rank and class rank,

TAFLE X

SEIF-VARTATLESs LOCKING AT SEIF CEJECTIVETY
SEVENTH VARIAELEs RANKING CF SELF AS
TC ®CW VELL LIRED

Lifference tetween self-rank and class Number of
rank eg to Fow well liked ctildren

0 - 7 10

8 - 14 7

15 = 21 8

Total numnter of children 25

———————— e —— —
—_— R ——————
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Six children were unable to rank themselves or their classmates
at all as to how well they were liked, and the writer assigned to them
a difference equal to the greatest difference in the class, or twenty-
one places.

Again, since there was no logical way of dividing these differ-
ences into two categories, this variable was used by comparing the
average differences of groups of children. This is discussed at the
end of this chapter and more fully in the findings of this thesis.

The foregoing description of the treatment of the data covers
the procedure followed in preparing the different self-varisbles, the
school performance variable, the socio-economic variables, and the
intelligence quotient variable so that relationships between the vari-
ables could bs sought.

As stated in the first chapter, the purpose of this study was
partly to seek relationships between the self-variables and the variables
indicating school performance, socio-economic status, and intelligence
quotient, as well as between the self-variables themeelves. The writer
sought relationships betwsen the variables by placing those having two
categories in two by two tables. Since the data did not represent any
sanple and the number of cases was so small, these tables were merely
examined without benefit of any tests, and the results of the examina-
tion are fully discussed in the findings of this report., The tables are
shown in each instance in the findings where the relationship of two



variables is discussed.

Since the two self-variatles taken to indicate the child's
atility to look at himself objectively were not divided 4into two cate-
gories, their relationstip to the other variatles havin: two categories
was considered bty comparing the average differences between the self-
rank and objective rank as student and the self placerxent and class
placement as to being liked for the children in the upper category with
the aversge differences for the children in the lover category of the
variable having two categories., Tables reflecting these averages are
srown in the findings when the relationships of these two self-variatles
indicating the crild's ability to look at himself to the other variables
are discussed. The relationship of these two variables to each other
was considered by computing the correlation coefficient for the differ-
ences between self-rank and otjective rank as student with the differences
between self-rank and class rank as to bteing liked for each individual
child, The relationship of these differences to each other are discussed
fully 4n the findings of this report.

With reference to the content analysis concerning the first five
self-variatles, two judges, in addition to the writer, divided the
children's answers into the two categories of each variadble. The final
classification was one in which all answers hsve the agreement of at
least two of the three Judges, and in most instances the agreement of
811l three judges. The percentage of agreement for each variable was
computed bty subtracting the number of enswers on which only two Judges
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agreed from the total number of answers and dividing the remainder ty
the total number of answers. Table II shows the percentage of agree-
ment for the five self-variables. For the first, second and fifth
self-variatles the percentage of agreement was eighty-four, for the

third self-variable ninety-two and for the fourth self-variable ninety-

811.
TABLE XI
PERCRNTAGES OF AGREEMENT CF THREE JUDGES
ON FIRST FIVE SELF VARIAELES
Percentage of
Variable agreement

First self-variable 8l
Secon. self-variable 84
Third self-variable 92
Fourth Self-wariable 96
Fifth eself-variadle 84

:
H
|
|
|

This chapter has included an account of the present study, giving
the source of the data, a description of the data, and a generasl account
of the treataent of the data. In the chapters which follow the findings
will be set out and also more details concerning the use of the data
will be presented.



CFAPTER III

THE SELF-VARIABLES AND THEIR RELATIONSHIP TO SCHOOL PERFORMANCE

The airs of this study were to explore ways of determining
aspects of the elementary school child's self-development and to seek
relationsrips between these aspects of self-development and his school
performance, as well as to seek relationships between these variatles
themselves, and to look for indications of relationships tetween the
childtes socio-economic status and bis self-development, and between his
intelligence quotient and his self=development. The writer explored
three main aspects of the childts self-development: his internalization
of the social ettitudes of the group to which he belongs; his ability to
take the attitude of another; and his ability to view himself objec-
tively.

The preceding chapter wes an account of how the writer pursued
these aims in the present study and described how the data were
obtained and how they were treated. This chapter and the next two chap-
ters present the findings of the study. Pecsuse of the limitations of
the study, these findings are offered as being merely suggestive and
not as being conclusive in any way.

In this chapter the writer presents and discusses each self-
variable and gives its relationship to the school performance of the
children as indicated by the data in this study.

First self-variable. The writer attempted to evaluate the

school child's internalisation of the attitudes of the group Ly
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exanining his interview from the standpoint of three variables. The
first variable was the child's awareness of the general or universal
nature of a traffic rule in the halls of the school. The child's
answer to a question whether or not the children stationed in the hall
would stop a teacher or the principal if they did not observe the rule
to go to the right was used as a basis for seeing whether the child
understood the idea of an abstract rule which a child could enforce
where the teacher was concerned.

The children's answers to this question revealed interesting
contrasts. It was obvious that some understood the nature of thes rule
completely and that they even took delight in the idea of its univer-
sality. Others were not sure and showed that they had not given the
matter any thought, and some stated that the teachers could go any way
they wished. It was possible to divide the answers into two groups,
and twelve children's answers fell into the category of those who were
sware of the nature of the rule; thirteen fell into the category of
those who were not aware of its nature, as set out in Table IV on
page Lh of the preceding chapter,

¥hen this variable was examined in relation to the school per~
formance of the children by placing the two variables in a two by two
tadle, the results were as shown in Tadle XIII., It was found that six
out of ten children doing passing work evidenced awareness of the uni-
versal nature of the traffic rule in the hall of the school., Six ocut of
fifteen children doing work which was not passing were aware of the
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nature of the rule.

TABLE XII
FIRST SELF=-VARIABLE ARD SCHOCL PERFCRMANCE

—
na—

First self-variable
Number of children Nuaber of children
sware of universal not aware of univer-
School performance nature of rule sal nature of rule Total

Number of children 6 k 10
doing passing work

Kumber of children
doing failing work 6 9 15

Total 12 13 25

Although when looked at this way, the proportion of children
doing passing work who were aware of the nature of the rule is greater
than for the children doing failing work, when looked at from the
standpoint of the first variable, out of the twelve children aware of
the nature of the rule six were doing passing work and six were doing
failing work. So trat the data iz indeterminate for the relationship
of this first self-variable to school performance.

Second self-variable, The second variable related to the

child's internalisation of social attitudes was whether or not the
child saw the teacher as an instrument in helping educate the children,
rather than gs an authority in whose charge they were placed or as a
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personality toward whom they reacted more or less in an unstructured
fashion. PFourteen of them saw her primarily in her capacity as teacher,
that is, in her role as teacher whose function it was to help or guide
the children in obtaining an education, and ten of them saw her other—
wise, as is shown in Table V on page L8 of the preceding chapter. Six
of the children who did not see her in an instrumental capacity looked
upon her as someone to whose suthority they were sutject, and four of
them described teachers as persons with whom one had close personal
relationships in which the teacher gave one lunch money, or who wanted
one to be a "nice™ child. The last four children wers girls who were
having personal problems of one sort or another and the teacher they
had at this time had shown interest in their protlems. There was
another child whose answer could not be considered because she answered
this question in terms of how teachers and mothers were alike. This was
one of the subjects discussed with the children in their interviews and
this child had spperently been discussing the interviews with the other
children and thought these were the terzs in which the writer wanted
the question answered,

The second self-variable was found to be related to school per-
formance in the way stown in Table XIII. As the table reflects, eight
out of nine children who were passed on merit saw the teacher in an
instrumental capscity. One of the ten passing children was the child
mentioned above whose answer could not be used. Among the children who

were passed for reasons other than their work, six out of fifteen saw
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the teacher in an instrumental capacity in the school organization,
Thus the proportion of passing children who saw the teacher in an
instrumentsl capacity was greater than for the children doing falling
work. In addition, more of the children who saw the teacher in an
instrumental capacity were doing passsing work than were doing failing
work. The data indicated that the second self-varisble was related to

school performance.

TABLE XIII
SECCND SELF-VARIAELE AND SCHOOL PERFCRMANCE

Second self-variable
Kumber of children MAumber of children
seeing teacher in not seeing teacher

instrumental in instrumental
School performance capacity capacity Total
Number of c¢hildren 8 1 9
doing passing work
Number of children 6 9 15
doing failing work
Total 14 10 2

Third self-wvarisble, The third variable concerning the child's

internalisation of social attitudes was the responsibility he saw him-
self as having for his own behavior. The writer made an attempt to get
at the child's view of this through a question concerning what he did
when left in the classroom without supervision. There were eighteen
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children who were shown bty their answers to see the responsitility as
resting upon themselves for their dbehavior, This was set out in
Table VI on page L9 of the preceding chapter. Seven were shown to be
wanting to place the responsibility on the boy who had been left in
charge.

When this variable was considered from the standpoint of the
children doing passing work and those doing failing work, the results
were as shown in Table XIV,

TAELE XIV
TFIRD SELF-VARIABLE AND SCEOOL PERFORNANCE

Third self-variable
Fuater of children number of children

seeing self as not seeing self as
responsible for responsible for
fchool Performance owmn behavior own behavior Total
Number of children 8 2 10
doing passing work
Kumber of children 10 S 15
doing falling work
Total 18 7 25

f———————

As Table XIV shows, eight cut of ten children doing passing work
were found to see the responsibility for their own bLehavior as resting
upon themselves, while ten out of fifteen children doing unsatisfactory
work saw theaselves in this way. So that in both groups of children
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more saw themselves as being responsible than not responsible, although
the proportion for those doing passing work was a little greater than
for those doing failing work. And there were more failing crildren
than passing c¢hildren among those who saw themselves as being respon-
sible for their own behavior, The data ttus showed that the third
self-«variable was not sssocisted with school performance.

Fourth self-wariable, The second general aspect of the child's

self-develorment for which indications were sought was his ability to
take the role of the other, in this case the teacher., Indicators of
two phases of role-taking were found, one of which was the fourth self-
variable, the child's expectation of the teacher's response to the
misbehavior of the class as determined by his answer to the question:
"Fere you surprised that she was angry?™, As was shown in Table VII on
page 53, nine of the children's snswers were placed in the upper cate-
gory as having expected her response and fourteen answers fell into the
lower category as having been surprised, two of the children not giving
angwers which could be placed in either category. When this variable
was placed in a two by two tatle with the children's school performance,
the results were as shown in Table IV, This variable was shown to be
related to the children's school performances as follows: five out of
nine children doing passing work said that they had expected the
teacher's response, and only four out of fourteen children doing fail=-
ing work said that they had expected her resction., And among the

children expecting the teacher's response, there was one more passing
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than failinge So that there was a slight indication that the fourth self-

variable was associated with school performance.

TABLE XV
FOURTH SELF-VARIAELE AND SCHOOL PERFCRMNANCE

Fourth self-variable
Number of children Number of children

expecting not expecting
School performance teactrer's response teacher's response Total
Number of children -1 N 9
doing passing work
Number of children N 10 1
doing falling work
Total 9 1 23

e —— ——
— —

Fifth self-variatle, The second phase of role~taking for which

the writer sought an indicator was the interpretation of the response of
the other, in this case again the teescher. Lere the writer asked the
child why the teacher told them to write the word cat over and over on
a sheet of paper, The answers to this question showed that some of the
children had been puszled by the teacher's instructions. Some others,
including the four girls who have already been mentioned as having an
emotional attachment with the teacher, interpreted it as srowing them

a method of learning to spell, or as an instruction to all the children
but for the benefit of those who did not know how to spell cat. Three

others in this last group were children who were unable or did not want
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to renk the children in the class as to how well they were liked., It
is possible that in both instances the children were simply unable to
take the attitude of another, or a number of others as in the ranking of
the children as to how well they were liked; on the other hand, they
may have been protecting the teacher and the children out of a feeling
of group loyalty. As was shown in Table VIII on page 56, only twenty
of the twenty-five children gave answers to this question which could
be used, and ten correctly interpreted her response. The other ten
either misinterpreted it or did not reveal their true interpretation of
it.

This fifth self-variadble was related to school performance in

the way shown in Table XVI.

TAELE XVI
FIFTH SELF-VARIAELE AND SCHOCL PERFCRMANCE

I

Fifth self-variable
Number of children Number of children
correctly inter- incorrectly inter-
preting teacher's preting teacher's

School performance response response Total

Number of children s 3 8
doing passing work

Number of children S 7 12

doing failing work

Total 10 10 20
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Only eight answers of the children doing passing work could te
placed in the two categories as to interpreting the teacher's response
in hraving them write the word cst, but five cut of eight interpreted
her response correctly. Cnly five out of twelve poorer students were
stle to interpret her response correctly. Fowever, of ths ten ctildren
correctly interpreting thre teacher's response, five were doing passing
work and five were doing failing work, so that the data with reference
to this fifth self-variatle are indeterzinate as to its relationship to
school performance.

Sixth self-varieble. Tre writer investigated the third general

aspect of the child's self-development, that of his ability to look at
rimself objectively, first by the sccuracy with which he ranked himself
as a student. As was shown in Table IX on pege 59, thirteen of the chile
dren were able to rank themselves within four places of their rank as
determined for the purposes of this study. Four more ranked themselves
within eight places of their objJective rank, and the eight remaining
nissed their objective rank by eight and one-=half places or more.

With reference to the relationship of this variable to school
performance, there was a noticeable difference between the accuracy
with which the average to bettier students ranked themselves and that
with which the very poor students ranked themselves., And it was poor
students who were unable to rank themselves, as well as the rest of the
children, at all, One of these was the poor student who sat with the
better students, As stated before, many of the children ranked him
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toward thre top of the list as a student, whereas he was twenty-fourth

in the ranking system determined for this study. It is possitle that
this child's confusion concerning how he and the other children stood as
students resulted from Lis inability to reconcile the seating arrangement
and deferential trestment by the other children with his grades.

The other child whro was unatle to rank the children or herself
as students had great difficulty understanding what the writer meant
during rost of the interview, and she misunderstood this also. When it
was seen that she had misunderstood the question, there was not suffi-
cient time to explain it to her and have her place the chessmen in order
again, It is doubtful that she could have ranked the children even
then, since she was later unable to rank them and herself as to being
liked,

In all cases of more than a few places between the way the
child renked himself and the way his rank was deterczined for this study,
the child ranked himself higher than his actual rank except in one case,
This was the case of the boy with the low grade average who, the teacher
said, was being passed on the basis of his work. His rank as deterzined
for the purpose of this study took the teacher's statement into account
and was consideratly higher than his grade average alone would have
placed him, KHe placed himself eight places lower than the place he
beld in the ranking system used in this study. HKis confusion is also
understandable in terms of his grades and the way he was treated by the

other children, who ranked him generally low as a student,
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8 will be recalled from the section on the treatment of dats,
the relationships of the two varlables having to do with the crild's
8bility to look at himself objJectively with his school performance were
exasined by dividing the children into the categories of students doing
passing work and students doing failing work and compering the average
differencee found in these pgroups between the c¢tildren's ranking of
tremselves as students and their objective ranks, on the one hand, and
the averepge difference between the children's rank of themselves and
trat of the class as to being liked on the other hand. Table YVII
shows how this variable having to do with the child's ranking of him-

self as a student vas relzted to school performance.

TATL: XVII

SIXTH SELF-VARIAEL! AKT SCYCOL FPLIFCRYVANCE

Sixth self-varisble

Aversge difference between self{~-rank
as student snd objective renk, shown

&chool performance in numbter of places

Children doing passing work 1.8
Crildren doing f8iling work 7.8
Entire clses 5.5

As the table shows, the passing children had an average dif fer-
ence of one and eight-tenths places, wrile the children cdoing feiling

work had an average difference of seven and eight-tenths places. The
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everage difference in nurber of places between self-rank and objective
rank as students for the class as a wrole was five and one=half places,
The average for the children doing passing work was thus consideradly
less than the average for the class as a whole, wrile the average for the
children doing failing work was considerably more.

This finding, of course, is just another way of saying that as
the child's rank goes down, so does his atility to rank hirself correctly.
None of the passing students missed his rank more than thrree places
except the boy whose grade average was near the bottom of the class., He
ranked himself elght places below the renk he received in the ranking
system devised for this study. Only three of the students doing failing
work ranked themselves within three places of their objective rank.

These were students more or less in the middle range of the grade
sverages,

Seventh self-variable, The writer also apnroached the child's

ability to look at himself objectively from the standpoint of the
¢rild's view of hirxself as to how well he was liked. As was stown in
Tatle X on page 6L, only ten of the children rsnked themselves as to
being 1liked within seven places of wrere their classrates ranked them,
and the maxirum difference between self-rank and that of the class was
Quite large, being twenty-one places. In addition, there were six
children who either could not or would not rank their classmates and
themselves as to how well they were liked. Three of these children

appeared to be unable to organize the ettitudes of their classmates
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into one general attitude concerning the children in the room. The
other ttree appeared to te unable tecause of a feeling trat it was
wrong to do so; they insisted thrat everytody liked everytody equally
well and said their teacher had told theam it should be that way. Fow-
ever, the nineteen c*ildren wto ranked their classmates and tremselves
did so on tre whole readily enough and often with a show of pleasure.
This variable concerning tre child's ability to look at himself
otjectively, ris ranking of himself as to how well he was liked in
agreement with that of the class as a wrole, was related to school per-

formance as shown in Tatle YVIII,

TABLE XVIII
SEVEKTE SELF-VARIAELE AND SCHOOL PERFCRYANCE

Seventh self-variable
Averape difference btetween self-rank
as to how well liked and class rank,

chool performance shown in nuzber of places
Children doing passing work 6.3
Children doing failing work 14.2
Entire class 10.6

As the table reflects trose children who passed on merit rad en

averasge difference of six and three-tenths places between their self-
rank and the rank of the class as to how well each was liked, and throse

who passed for other ressons had an average of fourteen and two-tenths
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places. So that the data showed with reference to this variable, as with
the sixth self-variable, that the children doing passing work looked at
themselves with more objectivity than the children doing failing work.

An interesting difference exists between this variable and the
sixth self-variable, the child's accurate ranking of himself as a
student. The statement that the children doing passing work were more
asccurate in ranking themselves as students than those doing failing
work was in effect a statement that the higher the child's rank as a
student the more accurate he would be in ranking himself. ¥%ith refer-
ence to the variable presently under consideration, the ¢hild's ranking
of hizmself in conformity with the class rank as to how well he was liked,
the statement that the children doing passing work ranked themselves
more in conformity with the class rank than the children doing failing
work does not necesssrily involve any connection between high rank as
to being liked end ranking of one's self in conformity with that of
the class. Yet, there does appear to be such a relationshrip.

The better liked children on the whole ranked themselves more
sccurately than those who were not liked., There were three children in
the middle range who ranked themselves very nearly as the class did,
but all the children whom the class ranked beyond this middle range
were either at considerable variance with the rank of the class or were
unsble to rank themselves at all,

On the whole, the children ranked themselves higher than their
classsmates ranked them, Fowever, two of the better liked children
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ranked themselves consideradly below the ranking that their classmates
gave them, the one being eight places below the class renking, and the
other nine places below. The first was a shy girl who was held in high
esteem because she was "quist.,® The other was the poor student who sat
smong the good students and who had been unable to rank the class as
to the stending of each as students. Both of these children were
apparently unable to look at themselves objectively, but their lack of
objectivity appeared to be the result of a negative attitude toward
thenselves; whereas, the others who were unable to look at themselves
objectively appeared to be prevented from doing so bty defensive feelings
about themselves.

The writer also examined the self-variables from the standpoint
of individual children. There were four children who made responses
which fell into the upper categories of all the first five self-variables,
the other two self-wvarisbles, those having to do with the child's
looking at himself objectively, not being of a nature to classify as
sither upper or lower. Two of these children were doing passing work
and two were doing falling work. One of the failing students was a boy
who also ranked himself with an error of five places as student and
without any error as to how well he was 1liked. Fe was admired and
liked by his classmates, as evidenced in the interviews. The tescher
described him as a slow student and she said he never did any studying
outside the classroom. He was also new to the school and the teacher

said she did not know very much about him. FHis grade average was C,
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although the teacher said she would have retained him if facilities had
been available for him to repeat ths course.

It 1s possible that this boy's home conditions prevented him
from studying; he has no father, It is also possible that his capa-
bilities were not being recognised and developed in the classroon.
There was no intelligence test score available for this boy.

The other failing child who gave five answers all of which fell
into the upper categories of the first five self-variables was a girl
who was greatly in error in both her rank as student and ss to how well
she was liked, Fer rank of student on the objective ranking system
used in this study was low and the other children also ranked her near
the bottom of the class as to being liked. They described her as being
quarrelsom and eager to fight, although in the classroom she smiled more
than sost children. She was attractive in appearsnce and her intelli-
gence test score was in the Low Average range. The teacher said this
child seemed to have no motivation to learn; she did not care to com=
pete with the other children in the classroom even in contests., While
some aspects of this child's self seemed to bs developed as well as
that of the children doing passing work, her inability to look at her-
self objectively would throw some light upon her fallure to perform as
a student,

This chapter has contained a discussion of the seven self-
variables drawn from the interviews with the children and the
relationships of these variables with the children's school perform-
ance. The next chapter contains further findings,



CHAPTER IV
RELATIONSHIPS BETWEEN VARIABLES

Cne of the purposes of this study was to seek relationships
between the self-variables themselves. This chapter contains the
findings with reference to these relationships.

I. RELATIONSHIPS BETWEEN CONCEPTUALLY LINKED SELF-VARIABLES

As will be recalled, the three hypotheses used as a guide in
this study each involved a general aspect of the self, The first
hypothesis was concerned with the relationship between the aspect of
the child's self which was conceptualized as internalization of social
attitudes and the child's school performance. The first three variables
were seen as manifestations of this aspect of the self, If, as postu-
lated, these first three self-varisbles are all indications of the
child's internalization of social attitudes, the children whose answers
fall into the upper category of one should have a tendency to give
answers which f£311 into the upper categories of the other two self-
variables. '

The second hypothesis had to do with the relationship between
the aspect of the child's self which was called taking the attitude of
the other and his school performance. Self-variables four and five
were seen as being indications of this aspect of the self. And if these
two self-variables are both aspects of taking the attitude of the other



it is reasonatle to think trst the positive answers to these two
veriatles would te asmociated together. Thre same is true of the sixth
and seventh aelfdvafiables, conceptualired as two instances of looking
at the self objectively; the third implicit hypotresis was concerning
this aspect of the self and the ctild's school performance, The writer
therefore first looked for relationstips tetween thre self-wvariatles
which were taken as indications of tre same aspect or component of the

self as conceptualized by lead,

Internalization of Social Attitudes

As will be recalled, the writer postulated thrat the three self-
varisbles: the child's awareness of the universal nature of the traffic
rule, his view of the teacher in sn instrumental capacity, and his view
of himself ss being responsible for his own tehavior, were all varistles
reflecting the child's internalization of social attitudes, as conceptu~
eliszed in Fypothesis number one. For this reason they stould have a
tendency to occur together, Yet ttere did not seem to be any consistent
relationstips between thess three self-variatles,

Relationstip between first sand second self-varisbles, The first

self-variable, the child's swareness of the universal nature of the
traffic rule in the hall, and the second self-variable, tis view of the
teacher in an instrumentel capacity, are shown in Table YIX, As the
table shows, six out of eleven children who were aware of the general

nature of the traffic rule had a view of the teacher in an instrumentsl
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capacity, while eight out of thirteen of tre childreﬁ wto were not
sware of the nature of thre traffic rule saw the teacher as instrumental
in sccomplishing the purpose of the school. lLooking at the table tle
other way, aix out of fourteen children seeing the teacler in an
instrumental capacity were aware of the nature of the rule, while five
out of ten azong those seeing the teacher in some other capacity were
aware of the nature of the rule. So that these two self-variables are

not sassocisted with each othrer,

TAELE XIX

IRTEREALIZATION CF SOCIAL ATTITUDES
FIRST AND SECOND SFLF VARIAFLES

ll

Second self-varisbdle

X ol CL
seeing teacher in sseing teacher In
First Self Varistle Inetrumentsl capacity Some other capacity Total

Kumber of children 6 1 1
aware of universal
nature of rule

Number of children 8 1 13
not aware of univere
sal nature of rule

Total 1, 10 24

——
e —— —

Relationship between first and third self-vsriables. Concerning

the relationship of the child's swareness of the universsl nature of
the traffic rule with the other variable chosen to indicate the childt's
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adontion of social attitudes, his view of hirself as teing responsitle
for his own behavior, reference to Table XX shows that nine out of
twelve children who were aware of the universal nature of the traffic
rule saw themselves as being responsitle for their omm behavior, and
that nine out of thirteen of those not aware of the nature of the rule
ssw themselves as being responsitle for threir own actions. And also,
among the children seeing thens=elves as being responsitle for treir
omn behavior, there were nine out of eighteen aware of the nature of the
rule, while among those not seeing themselves as being responsidle for
their om actions three out of seven were aware of the universal nature
of the traffic rule. So that the data showed these two self-variatles

not to be related.

TAELE XX

INTERNALIZATION OF SOCIAL ATTITUDES
FIRST AND TRIRD SELF VARIAILES

—_— ]

Third self-variable
Number of children Aumber of children

seeing self se not sseing self as
First self-wvarisble responsible responsible Total
Kumber of children 9 3 12
aware of universal
nature of rule
Number of children 9 I 13

not aware of univer-
sal nature of rule
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Relationship between second and third self-variables. The two

variables, the child's view of the teacher in an instrumentsl capacity
and his view of himself as being responsidle for his own behavior, also
showed no tendency toward being associated together. As Table XXI shows,
ten out of fourteen children who saw the tescher in an instrumental
capacity saw themselves as being responsible for their own behavior,
while seven out of ten children who did not see the teacher in an
instrumental capacity saw themselves as being responsible for their owm
behavior. Among the children who saw themselves as being responsible
for their own behavior, ten out of seventeen saw the teacher in an
instrumental capscity, and among the children not seeing themselves as
being responsible for their own actions, four ocut of seven children saw
the teacher in an instrumental capacity.

TAELE XIXI

INTERRALIZATION OF SOCIAL ATTITUDES
SECOND ANC TEIRD SELF-VARIAELES

Third self-variable
Number of children Number of children

sseing self as not seeing self as

Second self-variable responsibdle responsible Total
Kumber of children 10 L 1,

soeing teacher in

instrusental

capacity
Fumber of children 7 3 10

not seeing teacher

in instrumental

17 ] 2L
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First three veriables from standpoint of children, It has been

shown trat threre was no indication that the three self-variables thought
to be indicators of internaliszation of social attitudes were associated
together. Looking at the relationships of these three variables from
the standpoint of the children, out of the twenty-five crildren, only
six had three responses all of which fell in either the upper or lower
categories. Five of these children had three answers in the upper cate-
gories of theee variables and cnly one had three answers in the lower
categories. In addition, there was one child who gave only two answers
which could te categorized on these first three self-variatlee and

these two answers were both in the uoper categories.

This leaves eighteen children who gave answers which fell into
both the upper and lower categories of the first three self-variables.
Explanations for a few of these mixed answers occur to the writer. One
child who gave an answer concerning her view of the teacher in an
instrumental cspacity which fell into the lower category gave answers to
the other two variables which fell into the upper categories. She was
one of the children with personal protlems who had an affectionate
attechment to the teacher. It is possible that in general this child
had internalized the social attitudes and that her answer to this ques-
tion did not reveal her knowledge of the instrumental capacity of _
teachers because her attachment to this particular teacher was so strong.

Another of the children who gave two answers which fell into

the upper categories of the first three variables gave an answer on the
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variable of seeing herself as responsible for her own behavior which
fell into the lower category. A possible explanation of this is that
she was one of the younger children in the room, btut a better explana-
tion is that her family was of a fundamentalist religious sect which
stressed obedience to authority. Her answer which appeared to show that
she did not see herself as responsible may have been prompted by her
idea that obedience was a prime value,

Among the cliildren who gave two answers which fell into the
lower categories and one which fell into the upper category was a
girl who gave an answer to the {irst self-variable concerning the aware-
ness of the universal nature of the traffic rule which fell into the
upper category. This girl was a member of the student council and had
acted as monitor in the hall, For this reason she had received explicit
instructions to enforce the rule where the teachers were concerned. It
is possiltle she did not understand the nature of the rule's universality
although her remarks concerning this variable technically fell into the
category indicating that she did,

Even with these explanations, there are still more children
with mixed answers to these first three self-variables taken to indi-
cate internalization of socisl attitudes than children whose answers
were alike, The data showed then thet these three variables were not
associated together,
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Taking the Attitude of the Other

The two self-variables indicating taking the attitude of the
other, the self aspect set out in the second implicit typothesis and
therefore theoretically related, were those having to do with the
child's expectations of the teacher's response to the misbehavior of
the cless during her absence and the child!s interpretation of the
teacher'!s response to the classts inability to spell the words used in
the spelling contest. If these variables were thsoretically related,
they should in fact occur torether, and this proved to be the cass,

Relationship between fourth and fifth self-variables. Table XXI1I

shows the data concerning the relationship betxeen the fourth and fifth

self-variables.
TABLE XXII
TAXING THE ATTITUDE OF TRE OTF:R
FCURTH AND FIFTH SELF-
VARIAELSS
Nuater of children Number of children
correctly inter- incorrectly inter-
preting teacher's preting teacher's
Fourth self-wvariable response response Total
Number of children 7 1l 8
expecting teacher's
Tesponse
Number of children not 2 8 10
expecting teacher's
responss _
Total 9 ] 18

p—
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As 18 shown in Table XXII, out of nine children who interpreted
the attitude of the teachter correctly, seven said they had expected her
ahow of disapproval following the misbehavior of the class in her
absence, Out of nine who incorrectly interpreted her response, only
one said that she had expected the response the teacher gave. And out
of eight children who expected the teachrer's response, seven interpreted
her other response correctly, while out of ten who did not expect her
response, only two interpreted her other response correctly.

Fourth and fifth self-variables from standpoint of crildren,

There were only eighteen children who gave answers which could be used
with reference to both of these variatles, but fifteen of them gave
answers both of which fell in the upper categories or lower categories
of thess two variables. Seven of the children gave answers both of
which fell into the upper categories, leaving eight children whose
anawers both fell into the lower categories. Thrree students then had
one anewer in the upper category and one answer in the lower category of
these varistles concerning taking the role of the other, The following
explanation of one of these children's mixed answers has occurred to
the writer. OCne of the students with the highest grade average in the
room gave an answer which fell into the lower category of the fourth
self-variable by saying that she was surprised at the teacter's expres-
sion of annoyance at the class, although she interpreted the reason for
the teacher'!s response correctly and said that she realized they were
misbehaving at the tire they were doing it. Tris girl was described
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by the teacher as having some nervous disturbance which made her very
uncomfortable at any show of anger even on the part of one child toward
another, so that she acted in the capacity of a peacemsker much of the
time. Also some of the children spoke of her being well-liked because
she always tried to straighten things out when there was trouble
between them,

It 1s possible that this child's expectations of the teacher's
response would have bteen more accurate in an instance where the
teacher's show of anger was not the response to be expected. And
another type of response, that is, an unemotional response, would rave
teen more in keeping with Vead's concept of the self. In his ecphasis
on the cognitive nature of the self he points out that emotional
gestures do not call out the attitudes in the individual which corre-
spond to those called out in the other., So that emotional gestures are
minimally, if at all, self procesees. This would apply to the person
toward whom they are directed as well as the other originating them,
For this reason, the children's ability to interact through operation
of that aspect of the self called taking the attitude of the other
could have been better investigated by questioning them concerning
their anticipation and interpretation of responses by the teacher which

were of a cognitive nature rather than primarily emotional.
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Looking at Self Objectively

The third implicit hypothesis contained reference to looking at
the self objectively as an aspect of the self. The last two self-
variatles, the child's ability to rank himself correctly as to being a
student and his view of Limself as to being liked in a way corresoond-
ing to that of the class as a whole, were both indications of looking
at hinself objectively and for that reason it was expected that the
child's error in ranking himself as s student and the difference
between his self-rank and the classs rank of him as to being liked would
be similar,

Relstionship of sixth and seventh self-variatles. The chil-

dren's ability to rank themselves in both instances decreased ss their
rank went down, generally speaking, and in addition there was a slight
tendency for the better students to be better liked and for the poorer
students to be less liked., These two tendencies would have been
expected to have two conseqQuencess the children would have given them=-
selves sirilar renks as students and as to being liked, and the children
would rave been at variance with their objective ranks and the ranks the
class gave them a similar number of places. The children did give
themselves simlilar ranks as students and as to being liked. And there
was evidence of a moderate amount of correlation between the discrep-
ancles in the children's ranking of themselves as students and as to

how well they were liked. The correlation coefficient for the relation-

ship between these two self-wvariables was {ifty-onse. The conslderation
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which can be given to even this moderste samount of correlation is
greatly lessened bty the inadequacies of the data for the seventh self-
variable which were discussed in the deseription of the data on

pege 62. Fowever, if ths number of children had been greater the
correlation coefficient might have been larger.

Sixth and seventh self-variables from standpoint of children,

There were enough exceptions to the tendency for the better students to
be tetter liked to have prevented an extremely high correlation tetween
the discrepancies in these two self-variables. One exception concerned
one of the two pirls with the highest grade average in the room. This
girl was ranked ninth as to being liked bty the class. Since she ranked
herself as hichly as to how well she was liked as she did as a student,
there was 8 difference here of seven places between the way she ranked
herself as to being liked and the way the class ranked her. She had
placed herself eccurately as a student,

Also the good student with better than B averapge who sat apart
from the other good students and did not associate with them was ranked
twenty-first by the clsss as to being liked. Shre was at great veriance
with this in her self-ranking. Fowever, she ranked herself without
error as a student, while the class gave her a lower rank as student
ttan ker rsnk in the objective system used in this study. It will be
recalled that the writer surmised that the children were using the
seating arrangement to guide them to some extent in the way they placed

each other as to being good students, and this girl was not generally
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recognized to be ss good a student as she was.

In addition one of the children passing on the basis of his
work whose grade average was less than some of the other childrents
averages whom the teacher said she would have failed if facilities had
been avallable for having them repeat the course received a low ranking
from the other children as to being liked, as well as a low renking as
s student.

Among the students not passing on merit there were four whose
ranks as to being liked were considerably abtove their rsnks sas students.
One of these was the poor student who sat among the good students and
whom many of the children raenked highly as a student also. There were
three other children, among those not doing passing work, who were
described in the interviews as "quiet®™ whom the children had ranked
highly as students and higher as to being liked than seversl of the
passing crildren. Tlrere was also one of the children doing failing
work who was ranked much lower ss a student by the clsss than her
objective rank and who was also ranked low as to being 1iked, FHere
the children explained that their low ranking of her on both scores was
because she was disobedient and disrespectful to the teacher, At times
the children explained their giving one of their clsssmates a low rank
as student in terms of behavior which they used to explain their low
ranking of the same student as to being liked. So that oo the whole the
children looked upon the children they considered the better students

as being better liked. Treir judgment of who the better students were
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did not always agree with the ranking system used in this study, however,
If a pesrticular child had a sizeable difference tetween his objective
rark 8s a student and the way the crildren sew tim as to how well he was
liked, Ye was apt to be in error in one of ris renkings of hrimself,

Tris section ras consisted of a presentation and discussion of
the findings with reference to tre relationship existing between the
self-variables which wmere postulated as being indications of the same
aspect of the self es contained in each of the three impliclit hypotheses
guiding this study. The succeediny section will present findings with

reference to the relationstips tetween the self-variatles generslly.

IIl. RELATIONSHIPS EiTwhishN SELF-VARIABLES IN GENERAL

The preceding section contalned a discussion of the relation-
ships between those self-variables which were postulated as being
indications of the same aspect of the self, and which would therefore
be expected to occur togetter, This section {s a discussion of the
findings concerning relationships found between the self-variables in
genersl, Since the thrree asvects of the self contained in the three
implicit hypotheses are closely related, if not really different views
of the same thing in Kead's theory, the writer would have expected the
variables indicating different aspects of the self also to be associated
together.

In the cdiscussion of these relationships which follows each

veriable and its relationship to each of the other six self-varisbles
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is trested in numerical order. Then a summary of the relationships as
a2 whole is given.

First Self-Variable

As has already been shown in Table XX, page 91, in connection
with the discussion of conceptually linked self variables, the child's
awareness of the universal nature of the traffic rule, the first self=-
variable, was not found to be associated with the second variable, his
view of the teacher in an instrumental capacity, nor, as shown in
Table XXI, page 92, with the third self-variable, his view of himself
as being responsible for his own behavior.

Relationship between first and fourth self-variables. Reference

is made to Tadble XIIII which shows the relationship between the first and

fourth self-variables.

TABLE XXIII
FIRST AND FOURTH SELF-VARIABLES

Fourth self-variable
Number of ohildren RNumber of chlldren
expecting teacher's not expecting

First self-variable response teacher!s response Total
Kumber of children 6 1 n
awars of universal
naturs of rule
Numbdber of children 3 9 12

not aware of univer-
sal nature of rule

Total 9 ) 23
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As will be seen in the table six out of eleven children who
were aware of the universal nature of the rule expected the response
which the teacher gave to their misbehavior, while only three out of
twelve children who were not aware of the universal nature of the rule
were correct in their expectation of her response. Also six out of
nine children who expected the teacher's response were sware of the
nature of the rule, whereas only five out of fourteen of those not
expecting the teacher's response were aware of the universal nature of
the rule. So that the data showed these two self-variables to be
associated together,

Relationship between first and fifth self-variables. The rela-

tionship of the first to the fifth self-varisble was less clear, as is
shomm 4in Tatle XXIV.

TAELE XXIV
FIRST AND FIFTR SELF-VARIABLES

Fifth self-variable
Number of children Number of children
correctly inter- incorrectly inter-
preting teacher's preting teacher's
First self-wvariable response response Total

Number of children 5 L 9
awere of universal
pature of rule

Number of children not 5 6 11
aware of universal
nature of rule

Total 10 20

I ®
|
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As Table IXIV reflects, five out of nine children aware of the
universal nature of the rule accurately interpreted the teacher's
response, while five out of eleven children who were not aware of the
nature of the rule were able to interpret the teacher's response satie-
factorily. Thus, while ths proportion of children aware of the rule
who interpreted the teacher's response correctly was greater than for
those not aware of the nature of the rule, threre were the same numter
of children aware of the rule as not aware among those who correctly
interpreted the teacher's response. So that the data were indeterci-
nate concerning the relationstip between thess two self-variables.

Relationship between first and sixth self-variasbles. The

relationship of the varisble now under discussion, the child's aware-~
ness of the universal nature of the traffic rule in the hall of the
school, to the first of the two variables indicating kis ability to
look at himself objectively was found to te as shown in Table XIV,

TAELE XXV
FIRST AND SIXTH SELF=-VARIABLES

Sixth self-variable

Average difference between self-rank
as student and objective rank,

First self-variable shown in mmber of places

Children aware of universal h.3
nature of traffic rule

Children not aware of universsl 6.6
nature of traffiec rule

Entire class 55

_—
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As Table XXV shows, the children who were aware of the universal

natures of the rule had an sverage error between their self-rank as
students and their rank as determined for this study of four and three-
tenths places, and the children who were not aware of the nature of the
rule had an average error of six and six-tenths places. The average
difference between self-rank and objective rank ss students for the
class as a whole was five and one-half places. The data showed then
that the children aware of the universal nature of the rule had a
slight tendency to look at themselves more objectively when ranking
themselves as students than the children not aware of the nature of the
rule.

Relationship between first and seventh self-variables. The

relationship between the first and seventh self-variables is shown in

Table XXVI.
TAELE XXV
FIRST AND SEVENTH SELF-VARIABLES
Seventh self-variabdble

Average difference between self-rank

as to how well liked and class rank,
First self-variabdble shown in number of places
Children aware of universal 8.0

nature of traffic rule

Children not aware of univer- 13.0
sal nature of traffic rule

Entire class 10.6

Sompp— mo—
——— —

||
|
|
|
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As shown in the table, the children who were sware of the

nature of the traffic rule had an average difference between the rank
they gave themselves as to how well they were liked and the way the
class saw them of eight places, while the children who were not aware
of the universal nature of the rule had an average difference of thire
teen places. The average difference between self-rank and class rank
as to being liked for the entire class was ten and six-tenths places.
As can be seen, the data showed that the children aware of the rule
ranked themselves considersbly more in conformity with class rank than
did the children not aware of the universal nature of the rule.

Summary concerning first self-wariable. The first self-wvariabdle,

the child's awareness of the universal nature of the traffic rule,
appeared to be associated with three of the other self-variables.

These were the fourth self-variable, the child's expectation of the
teachrer's responsej the sixth self variable, his sccurate ranking of
himself as a student; and the seventh self variable, his ranking of
himself ss to being liked in conformity with the ranking of the class,
The first self-variable appeared to be not associated with the second
snd the third self-variables, those, together with the first variable
taken to indicate the child's internalisation of social attitudes.
These wers the ehild's view of the teacher in an instrumental capacity,
and his view of himself as being responsible for his own behavior. The
data wers indeterminant concerning the relationship of this first self=-
varisdle to the fifth self-variadble, the child's interpretation of the



teacher's response, 104

Second Self-Variable

The second self-variable, the child's view of the teacher in an
instrumental capacity, has already bteen shown not to have any associa~
tion with the other two variables thought to be expressions of the
child's internalization of social structure. These wers the first and
third self-variables, the child's awareness of the universal nature of
the traffic rule and his view of himself as being responsidle for his
own behavior. See Table YIX on page 87 and Table IXI on page 89.

Relationship of second and fourth self-wariables. Reference

is made to Table XXVIIconcerning the relationship between the second and
fourth self-wvariables.

TABLE XXVII
SECCND ANC FOURTH SELF-VARIAELES

Fourth self-variable
Number of children Number of children

expecting not expecting
fecond self-variable teacher's response teacher's response Total
Rumber of children 7 5 12
sesing teacher in
instrumental capacity
KNumber of children 1l 9 10

seeing teacher in
some other capacity

Totsl 8 14 22
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Lhen the second self-variatle, the child's view of the teacher
in an instrumental capacity, was considered in connection with the
first of the two variables taken as indications of taking the role of
the other, as Table XXVII shows, seven out of twelve children who saw
the teacher in an instrumental capacity were accurate in their expecta~
tion of her response, and only one out of ten who saw the teacher in
some other way was accurate in his expectation of her response. Also
among the children expecting the teacher's response, seven out of eight
saw her in an instrumental capacity. Thus the data indicate that the
second and fourth self-variables are associated with each other,

Relationship of second and fifth self-variables. Table IXVIII

shows the relationship between the second and fifth self-varisbles.

TAELE XIXVIII
SECOKD AND FIFTF SELF-VARIABLES

Fifth self-wvariable
Number of children Number of children
correctly inter- incorrectly inter-
preting teacher's preting tescher's
Second self-wariable resnonse response Total

Number of children 9 L 13
seeing teacher in
instrumental capacity

Number of children 1 é 7
seeing teacher in
some other capacity

Total 10 10 20
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The data showed this second self-variable, the child's view of

the teacher in an instrumental capacity, to be associated also with the
other variable indicating taking the role of the other, the fifth self-
variable. This was the child's interpretstion of the teacher's
response to the class's inatility to spell the words in the spelling
contest., As is reflected in Table XIVIII, nine out of thirteen chile
dren seeing the tescher in an instrurental capacity interpreted her
instructions accurately, as opposed to only one out of seven seeing her
in some other capacity. So that of the ten children interpreting the
tescher's response correctly, nine ssw her in an instrumental cspacity.

Relationghip of second to sixth self-varistle. The second self-

variable was found to be related in the way shown in Table XXIX to the
first of the two indicators of the c¢hild's ability to look at himeelf

objectively, the sixth self-wvariadle.

TAELE XXIX

SECOND AND SIXTH SELF~VARIABLES

Sixth self-variable
Average difference between seli-rank
as student and objective rank,
Second self-wvariable shown in number of places

Children seeing teacher 5.2
in instrumental capacity

Children seeing teacher in 7.0
some other capacity

Entire class 5.5

e —
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As Table XXIX shows, the fourteen children who saw the teacher
in an instrumental capacity had an average difference bLetween self-rank
es students and otjective rank, according to their grades and the
teacher's verbal evaluation, of five and two-tenths places. The ten
who sew her in another capacity had an average error of seven places,
While the data does not show a great difference between the two groups
of children, the difference indicates that the children seeing the
teacher in an instrurmental capacity were looking at themselves a little
rore objectively than those seeing Frer in some other capacity.

Relationstip between second and seventh eelf-variables, The

relationship of the child'a view of the teacrer in an instrumental
capacity to the second self-variable taken to indicate looking at the
self objectively, the child's ability to rank himself as to how well

he wes liked, 1s shown in Tatle XXX,

TABLE XXX
SECCND AXD SEVINTH SEIF-VARIALLES

Seventh self-variable

Average difference btetween self-rank
88 to how well liked and class rank,
Second self-variable shown in number of places

Children seeing teacher 7.8
in instrumental capacity

Children seeing teacher in 13.8
some other capacity

Entire class 10.6

E ———
—
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As Table XXX shows, the fourteen children who saw the teacher
in an instrumental capacity had an average difference between their
ranking of themselves as to how well they were liked and the way the
class ranked them of seven and eight-tenths places. Those who saw
the teacher in some other capacity had an average difference in self=-
rank and class rank &s to being liked of thirteen and eight=tenths
places. The data thus showed that the second and seventh self=
variables were associated togethrer.

Sumrary concerning second self-variatle. The second self-

variable, the child's view of the teacher in an instrumental capacity,
was seen to have a tendency to be associated with four of the other
self-variables. These were as follows: the fourth self-variable, the
child's correct expectation of the teacher's response; the fifth self-
variable, his correct interpretation of the teachrer's resvonsej the
sixth self-verigble, the child's ability to rank himself accurately as
a student; and the seventh self-variable, his view of himself as to
being liked in conformity with that of the class as s whole, The
gecond self-variable was seen not to be associated with the first and
third self-variables, the other two self-variables seen as expressions
of internalization of social attitudes. These were the child's awsre-
ness of the universal nature of the traffic rule in the hall and his
view of himself as being responsible for his own behavior.
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Third Self-Varisble

The third self-variadble, the child's view of himself as having
the responsibility for his own behavior, has already been shown as
being not associated with the other two self-warisbles representing
internaliration of of social attitudes., These were the first and second
self-variables, See Table XX on page 88 and Table XXI on page 89.

Relationshin of third and fourth self-wariables, The relation-

shio of the third self-variadble with the first of the variables taken
to indicate taking the attitude of ths other is shown in Table XYII.

TABLE XXXI
THFIRD AND FCURTH SLLF-VARIALLES

Fourth self-warisble
Number of children Number of children

expecting not expecting
Third self-variable teacher's resnonse teacher's response Total
Number of children 6 10 16
seeing self as
responsible for
own behavior
Number of children 3 L 7

not seeing self as
responsible for
own behavior

As the table shows, six out of sixteen children who saw them-

selves as being responsible for their own actions ssid they expected
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the response the teacher made to their misbehavior. And three out of
seven children who did not see themselves as being responsible for
their own behavior said they had expected the response the teachsr made.
So that the ratio of children expecting the teacher's response is a
little greater for those who did not see themseslves as being responsidble
for their own behavior. 1In addition, ten cut of fourteen children not
expecting the teacher's response saw themselves as being responsible
for their own actions. Therefore, the data showed that there was no
association between ths third and fourth self-wvariables.

Relationship betwsen third and fifth self-variables, Reference

is made to Table XXXII showing the relationship between the third and
fifth self-variables.

TABLE XXXII
THIRD AND FIFTH SELF-VARIABLES

Fifth self-variadble
Kuxber of children Number of children
correctly inter- incorrectly inter-
preting teacher's preting teacher's

Third self-variable response TesSponse Total
Kumber of children 8 6 1
seeing self as
responsible for
own behavior
Kumber of children 2 L 6

not seeing self as
responsible for
own behavior

Total 10 10 20

e — ]
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As Table XXXII shows, eight out of fourteen children seeing
themselves as being responsible for their own actions gave an accurate
interpretation of the teacher's response to their poor showing in the
spelling contest, while two out of six children not seeing themselves
as being responsible for their own actions interpreted the teacher's
response correctly. HRowever, among the children incorrectly inter-
preting the teacher's response six ocut of ten saw themselves as being
responsible for their own actions. So that no association was found
between the third and fourth self-variables.

Relationship between third and sixth self-wvariables. The

third self-wariable was found to be related to the sixth self-variabdble

as reflected in Table IXXIII.

TAELE ITXIII
THIRD AND SIXTH SELF-VARIABLES

8ixth self-variable
Average difference tetween self-rank
as student and objective rank,

Third self-variable shom in number of places
Children seeing self as 5.0
responsible for omn
behavior
Children not seeing self 6.8
as responsible for own
behavior
Entire class 5.5

p————  — — — —— —
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As is reflected in Table XXXIII, the eighteen children who saw
themselves as being responsible for their own behavior made an average
error of five places when they ranked theaselves as students, and the
seven children who did not see themselves as being responsidble for
their own behavior had an average error of six and eight-tenths places.
The data thus showed that the children seeing themselves as being
responsible for their own behavior looked at themselves more objec-
tively when ranking themsslves as students than the children seeing
themselves as not being responsitle for their own dehavior.

Relationship between third and seventh self-wariables. The

third self-wvariable's relationship to the other variebdle concerning
looking at the self objectively is shown in Table XXXIV.

TABLE XXXIV
TFIRD AND SEVENTE SELF-VARIABLES

Seventh self-wariadle
Average difference between self-rsnk
as to how well liked and class rank,
Third selfwvariatle shown in nurber of places

Children seeing self as 10,9
responsible for om
behavior

Children not seeing self 9.8
as responsible for omn
behavior

Entire class 10,6
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%ith reference to the relationship of the child's view of him=
self as being responsible for his own behavior to his atility to rank
himself as to how well he was liked in a way sirmilar to the way the
class ranked him, Table XXXIV stows that the eighteen children who saw
themselves as being responsible for their own behavior had an average
difference of ten and nine~tenths places between their self-rank and
class rank, Those seeing themselves as not responsible for their own
behavior had an average difference of nine and eight-tenths places. Thus
the children seeing themselves as being responsible for their owmn
behavior were on the average not ss close to the class rank as the chil=-
dren seeing themselves as not being responsible. Furthermore, the
children seeing themselves as being responsible for their own behavior
were not as close to their class rank as the class as a whole, and the
children who did not see themselves as being responsible were on the
average closer in their self ranking to the clasa rank than the class
as & whole. So that no association appears to exist between the third
and seventh self-variables.

Surrary concerning third self-variable. Summing up the rela-

tionships of the third self-variable, the child's view of himself as
being responsible for his own behavior, with the other six self-wariables,
association was shown with only one of the other self-variables. This
was the sixth self-variable having to do with the child's ability to

rank himself as a student. The third self-variatle was shown not to be

associated with the other five self-varisbles,
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Fourth Self-Variable

The fourth self-variable, seen as one of the two variables
which were expressions of taking the role of the other, the child's
expectation of the response of the teacher to the aistehavior of the
class in her absence, has already been shown to be associated with the
first and second self-variables, as reflected in Table XXI1I on page 99
and Table XIVII on page 104 in the course of the discussion of those
self-variables. And it was shown not to be associated with the third
variable in the discussion of that variabtle's relationship to the other
self-variables, as reflected in Table XXXI on page 109. It was shown to
be associated with its conceptually linked variable, the fifth self-
variable, in the section where the conceptually linked variables were
discussed and Table XXII on page 92 reflected this relationship. This
leaves its relationship with two of the self-varisbles to be discussed,
that is, the sixth and seventh variables, taken to indicate the child's
looking at himself objectively.

Relationship between fourth and sixth self-variables, Wien the

fourth self-variable, the child's expectation of the response of the
teacher to the misbehavior of the e¢lass during her absence, was con-
eidered in connection with the child's ability to rank himself acocu-
rately as a student, the results were as shown in Table IXIV. As can
be seen the nine children who said they expected the response of the
teacher made an average error of five and six-tenths places when rank-
ing themselves as students. The fourteen children who said they did
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not expect the response the teacher rade had an average error of five
and eight-tentls places,

TABLE XXXV
FOURTH AND SIXTH SELF-VARIABLES

—
—

Sixth self-variable
Average difference between self-rank
as student and objective rank,
Fourth self-variatle ghown in number of places

Children expecting 5.6
teacher's response

Children not expecting 5.8
teacher's response

Entire class 5.5

This difference is slight enough to be negligible, and both of
the averages are greater than the class average. The data then fails to
show anything concerning the relationship between the fourth and sixth
self-variablees,

Relationship btetween fourth and seventh self-variables. ¥hen the

fourth self-variable was considered with the variable of ranking them—
selves as to how well they were liked, the results were as reflected in
Table XXXVI., The nine children who said they had expected the teacher's
response had an average of nine and three-tenths places between self-
rank and their rank ty the rest of the class as to how well each was
liked. The children who did not expect the teacher's response had an
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average difference between their rank of themselves sand that of the

class of twelve and seven-tenths places.

TABLE XXIVI
FOURTE AND SEVENTR SELF=VARIAFLES

——t———
—————

"

Seventh self-variable
Average difference between pelf-rank
88 to how well liked and class rank,
Fourth self-variasble ghown in number of places

Children expecting 9.3
teacher's response

Children not expecting 12.7
teacher's response

Entire class 10,6

_ ]

As can be seen, the children expecting the teacher's response
had an sverage difference less than that for the children not expecting
her response, as well as an average less than that for the class ss a
whole. The children not expecting the teacher's response had an average
difference greater than that of the class as a whole., Therefore, the
data showed association between the fourth and the seventh self-
variables,

Summary concerning fourth self-wsriable. The fourth self-

vaeriasble, the child's expectation of the teacher's responss, was found
to be sssociated with four of the other six self-variables. These were
as followss the first self variable, the child's awareness of the
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universal nature of the traffic rulej; the second self-variable, his
view of the teacher in &n instrumental capscity; the fifth self-
variable, his correct interpretation of the teacher's response; and the
seventh self-variable, his ranking of himself in accord with tbe rank-
ing of the class as to how well he was liked. The fourth self-variatle
was found not to be associated with the third eself-variable, the child's
view of himself as being responsible for his own behavior. The data
were indeterminste concerning the relationship tetween the fourth and
sixth self-variables, the sixth variable being the child's correct

ranking of himself as a student.

Fifth Self-Variabdle

The child's correct interpretation of the teacher's response,
the fifth self-variadle, has already been discussed with reference to
the first self-variable, the data concerning the relstionship being
indeterminate, ss shown in Table XXIV on page 100. It also has been
shown as being associated with the second self-variable, as reflected
in Table XYXIVIII on page 105, The fifth self-varisble has already been
shown as not being associsted with the third self-variable, as reflected
in Table XXXII on pape 110, And the fifth self-wvariable has been shown
to be associated with its conceptually linked varistle, the fourth self-
variable, as was stown in Table XYII on page $2. It remains to be
discussed from the standpoint of its relationships to the last two self-

variables, those having to do with the child's ability to look at
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kimself otjectively.

Relations*ip between fifth and sixth melf-variatles, The

child's ability to interpret the teacher's response to the class's
fajilure to spell the words in the spelling contest was found to be
related to his atility to rank himself accurately as a student as shown
in Table XXXVII.

TABLE XXXVII
FIFTH AND SIITH SEILF-VARIABLES

Sixth melf-variatle
Average difference between sell-rank
as student and objective rank,
Fifth self-variadle shown in number of vlaces

Children correctly inter- ks
preting teacher's response

Ctildren incorrectly inter- 6.4
preting teacher's response

Entire class 5.5

As the table shows, the ten children who interpreted the
teacher's response correctly were in error an sversge of four and four=
tenths places in their self-rank as students. The ten who misinter-
preted the teacher's response were in error an average of six and four-
tenths places., Thus the data showed a tendency for the children who
correctly interpreted the teacher's response to look at themselves
with more objectivity.
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Relationship between fifth and seventh self-variables, Reference

is made to Table IXXVIII which shows the relationship found between the
child's correct interpretation of the teacher's response and his ranking
of himself as to how well he was liked in conformity with the claes
rank. As will be seen from the table the children who interpreted the
teacher's response correctly had an average discrepancy between gelf-
rank and class rank of eight and one-tenth places. The children
misinterpreting the teacrer's response had an average difference of

eleven and seven-tanths places.

TAELE XXXVIII
FIFTE AND SEVENTH SELF=VARIABLES

e

Seventh self-variable
Average difference between self-rank
as to how well liked and class rank,
Fifth self-variable shown in number of places

Children correctly inter- 8.1
preting teacher's response

Crildren incorrectly inter- 11.7
preting teacher's response

Entire class 10.6

P
The data thus showed that the child's correct interpretation of

the teacher's response was associated with his ranking of himself in

conformity the class rank.
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Summary concerning £ifth self-variable, The fifth self-

vsriable, the chrild's correct interpretation of the teachrer's response,
was shown to be associated with four of the other self-variables, These
were as follows: the second self-variable, the child's view of the
teacter in an instrumental capacity; the fourth self-variable, the
child's expectation of the teacher's resonsej the sixth self-variable,
the child's correct ranking of hirself as a student; and the seventh
self-variable, his view of hizself as to how well liked in conformity
with that of the class., The fifth self-variable was shown not to be
associated with one self-variable, the third, the child's view of him-
self as bteing responsitle for his own dbehavior, With reference to the
relationeghip of the fifth self-variable to the first, the childts
awereness of the universal nature of the traffiec rule, the datas were

indeterminate.

Sixth Self-Variable

The child's adbility to rank himself as a student, the sixth
self-variable, has already been discussed from the standpoint of its
relationships to the first five self-variadbles in the discussion of the
relationstips of those variables. See Table XXV on page 101, Table XXIX
on page 106, table XXXIII on page 111, Table XXXV on page 115, and
Table XXXVII on pege 118. Its relationship to the other variable used
as an indication of looking at the sslf objectively has also been

presented in the discuesion of the conceptually linked variables,
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Therefore, only a sumration remains to te given concerning this vari-
atle's relations*ips to the other self-varistles.

Summary concerning sixth self-wariable, Summing up the sixth

self-variatle's relationships to the other self-variatles, it has been
stown to be sssociated with five of the other self-variables. These were
as follows: the first self-variable, the child's awareness of tre univer-
szl nature of the traffic rule; the second self-varistle, the child's
view of the teacrer in an instrumentel canacity; the third self-variable,
the ctild's view cf himself as raving the responsibility for ris own
action; the fifth self-variable, the child's correct interpretation of
the teacher's response to the class's inability to spell; and the

seventh self-variable, the child's placement of himself as to how well

he was liked in conformity with the clase's placement, Concerning the
relationship between the sixth self-varisble and the fourth, the child's

expectation of the teacher's response, thre data were indeterminate.

Seventh felf-Veriatle

The seventh self-variable, the child's ranking of himself as to
how well he was liked in conformity with the class rank, has already
been discussed with reference to its relationships to the first five
self-variables in the diecussions of the relationstivs of those vari-
ables. See Table YXVI on page 102, Table XXX on page 107, Table XXXIV
on page 112, Table XXXVI on page 116, and Table XXXVIII on page 119.

Its relationship to the sixth self-variable has also been discussed
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under the conceptually linked variables. A summary 4s all that remains
to be given,

Summary concernine seventh self-variable. The seventh self-

varisble, the child’'s view of himeelf as to how well he was liked, was
shown to be positively associated with five of the other self-varia-
tles. These were as follows: the first self-variable, the child's
awareness of the universal nature of the traffic rule; the second self-
variatle, his view of the teacher in an instrumental capacity; the
fourth self-variatle, the child's correct expectation of the teacher's
response; the fifth self-variable, the child's correct interpretaticn
of the teacher'!s response to the inadbility of the class to spell; and
the sixth self-variable, the child's correct ranking of hrimself as a
student. The seventh self-variasble was shown not to be associated with
the third self-variatle, the child's view of himself as raving the

responsibility for his own behsvior.

Relationships of Self-Variables to Each Other as a Whole

As reflected in Table IXXIX, when the seven sslf-varistles and
their relationships to each other were viewed as a whole, there were
thirteen pairs out of the twenty-one combinations in which tre varia-
bles showed a tendency to occur together. There were six combinations
in which the varisbles showed no tendency to oecur together, With
reference to the remsining two combinations, the data were indetermi-

nate as to assoclation of the variables.
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TAELE IXXIX
RELATICKSFIPS CF SELF-VARIATLFS AS A THOLE

Continations in which Combtinations in which Combinations in which

variatles were shown variables were shown the data were
to be associated not to be associated indeterminate
1and 1 and 2 1l and 5
1l and 6 1land 3 L and 6
land 7 2 and 3
2and i 3and k
2 and § Jand 5
2 and 6 Jand 7
2and 7
Jand 6
L and 5
L and 7
S and 6
Send 7
6 and 7

Totals 13 6 2

A ———— — e
—— —— ——— ——
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It will bte noticed in Table XXXIX that the third self-variable,
the child's view of himself as being responsible for his own behavior,
was found to be assoclated with only one of the other self-variatles,
Tris was the sixth, the child's ranking of himself correctly as a
student. Y%hren the combinations involving this third self-variable are
not consicdered only one combination is left in which association was
srown not to occur and two in which tre data were indeterminate,

Tris chapter has included the findings concernine the relation=
stips tetween the self-variatles. The next crapter is an account of the
relationstips found between what were conceptuzlired as antecedent
conditions, thre sccio-economic status of the child and ris intelligence

quotient, and the self-variables,



CPAPTER V

AXTECEDEKT CCNCITICNS AKD SLLF=-DZVELCIYENT

The two preceding chapters have contained the findings
pursuant to two of the aims of this study. The last aim of the study
was to see if relationships could be found between certain antecedent
conditions and the child's self-develonment, One of these antecedent
conditions wes his socio-econoric status and the other was his general
intelligence as evidenced by his intelligence quotient. This chapter
contains the findings with reference to the relationship of socio-

economic stastus and intelligence quotient to self-develooment.

I. SOCIOC=-ECCNCKIC STATUS AND SELF=-DEVRLOPVENT

The socio-economie status for esch child rested upon three
factors: the kind of house in which he lived, whether or not he resided
with his father, and whether or not his mother remained at home rather
than working outside the home. Each of these three factors contained
two categories into which the writer placed the children, The writer
8leo divided the children into two categories of a general socio-
economic status, the upper category of which contained the children who
fell into two or more of the upper categories of the three socio-
economic factors and the lower category of which contained the children
who fell into two or more of the lower categories of the three socio-

econonic factors.
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As Tadble III on psge 39 reflected, seven children fell into the
upper catepory as to type dwelling, leaving eirtteen in the lower cate-
gory. Trere were nineteen crildren with fathere who fell into the
unper cstegory of this factor. This left six children without fathers
wro fell into the lower category. And there were twelve children with
pothers who remained at home and this placed these ctildren in the
unner category of this last socio-economic factor. Tre remaining
trirteen children hai mothers who worked outside the home or were com—
pletely atsent from the home and these children fell into the lower
category of this factor.

The writer examined each of these socio—economic factors with
reference to the self-development of the children. As will be recalled,
the first five self-varistles each contained an upper and a lower cate-
gory. In considering the relationstip between trs socio-economic status
of the children and their self-development, the writer considered the
children's self-development partly in terms of the answers they gave
to the first five self-variables, and partly in terms of the average
discrepancies in their self-rank sas students and as to how well they

were liked,

Type of dwelling and self-develonnent. Table XL shows the

relationsrip tetween the first socio-economic factor and self-develop-
rent, as described above. The seven children who lived in the better
houses had an average of two and six-tenths answers in the upper cate-

gories of the first five self-variables and an sverage of one and



TABLE XL

TYPE OF DNELLING AND SELF-CEVELOP¥ENT

Self-Development

Average number of
answers to first five

Looking at self objectively,
average discrepancy in self=-
rank, shown in number of

self-variables places
Socio-economic Kumber of Upper Lower
factor children categories Caterories As a student As being liked
Children living in 7 2,6 1.8 bk 6.7
better houses
Children living in 18 2.5 2.3 6.0 12,1
poorer houses
Entire class 25 2.5 2.2 5.5 10.6

L2t
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eight~-tenths answers in the lower categories of these same self-
varisbles. The children who lived in the poorer houses had an averasge
of two and one-half answers in the upper categories and an average of
two and three-tenths answers in the lower categories.

With reference to the children's looking at themselves objec=-
tively, as indicated by the sixth and seventh self-variables, the
children who lived in the better houses appeared to be better able to
look at themselves objectively than the children who lived in the
poorer houses. As Table XL shows, the average error of the children in
the upper category in ranking themselves as students was four and four-
tenths places, as opposed to the averags of six places for the children
in the lower category. V¥hen the children ranked themselves as to being
liked, the children in the upper category had an average difference of
six and seven-tenths places between self-rank and class rank, as against
an average difference of twelve and cne-=tenth places for the children in
the lower category.

With reference to this socio-economic factor, the data appeared
to show that the children who lived in the better houses tended to have
slightly better developed selves than those who lived in the poorer

houses.

Living with father and self-dsvelopment. The factor of having

a father in the home appeared to have no clear relationship with self-
development, as determined in this study. As Table ILI reflects, the



TABLE XLI

HAVING FATHER IN HOVE AND SELF=DEVELOP¥ENT

Self-developwent

Average number of
answers to first
five self variables

Looking at self objectively,
average discrepancy in self-
rank, shown in number of
places

Socio-economis Number of Upper - Lower
factor children categories categories As a student As being liked
Children living in 19 2.4 2.2 5.3 n.h
home with father
Children living in é 3.0 2.0 6.2 8.2
home without father
Entire class 25 2.5 2.2 S 10.6

62T
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nineteen children with fathers at home had an averags of two and four-
tenths answers in the upper categories of the first five self-wvarisdbles
and an sverage of two and two-tenths answers which fell into the lower
categories of these variables, while the children without fathers had
an average of three answers in the upper categories of these variables
and an average of two answers in the lower categories,

Also, ss Table XLI shows, the children with fathers were a
1ittle better at ranking themselves as students with an average error
of five and three-tenths places, as against the average error of six
and two-tenths places for the children without fathers., However, con-
cerning the other variable meant to show the child's ability to look at
himself objectively, the table shows that the children with fathers had
a greater difference between their self-rank and the rank of the class
as to how well they were liked than the children without fathers, the
children with fathers having an average difference of eleven and foure
tenths places, as opposed to an average difference for the children
without fathers of only eight and two-tenths places.

So that the data showed no associstion between having a father

in the home and self-development.

¥other not working and self-develonment. The relationship of

the third socio—economic factor, that of having a mother who remained
at home rather than working ocutside the home or being absent completely
from the home, to self-development also was not clear as far as the first

five self-variables were concerned. As Table XLII shows, the twelve
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children with mothers at home had an average of two and six-tenths
answers which fell into the upper categories of these self-variadbles and
an average of one and nine=tenths answers which fell into the lower
categories, The children whose mothers worked outside the home or were
completely atsent from the homs had an average of two and four-tenths
answers in both the upper and lower categories.

However, this socio-economic factor did appear to be associated
slightly with the children's ability to look at themselves objectively.
As the tadtle shows, the children with mothers at home ranked themselves
as students with an error of five and four-tenthes places, while those
whose mothrers worked or were completely atsent from tre tome ranked
themeelves with an error of five and one-ralf vlaces. And, as can be
seen, the children with mothers at hore placed themselves within an
averape of nine and three-tenths places of tre rank given them ty the
class as to being liked, while the children with mothers working or
absent placed themselves with an averape of eleven and eirht-tenths
places between their self-rank and class rank.

Over-all socio-econoric status and self-develooment, As was

set out on page L0, when the writer divided the children into two
general socio-economic cstegories ty placing the children who were in
the upper categories of two or wore socio-economic factors in the upper
category of the over-all socio-economic classification and those who
were in the lower categories of two or more factors in the lower cate-

gory of the over-all classification, twelve children fell into the
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upper general category and thirteen fell into the lower. The writer
then examined these general socio-economic categories from the stand-
point of the average number of snswers in the upper categories of the
first five self-variables as opposed to the aversge number of answers
in the lower categories, as well as from the standpoint of the sixth
and seventh eelf-variables having to do with the childrents looking at
themselves objectively.

As Table XLIII reflects, the children in the upper socio-
economic category had an average of two and seven-tenths snswers in the
upper ceategories of the first five self-varistles and gn average of one
and nine-tenths answers in the lower categories, The children in the
lower socio-economic category had an average of two and four-tenths
angwers in both the upper and lower categories of the first five self-
variables. Since the class as a whole had an average of two and one-
half anawers in the upper categories of the self-variables and an
sversge of two and two-tenths answers in the lower categories, these
date indicste 8 slight tendency for the children in the upper socio-
economic category to have better developed selves with reference to
these five varisbles than the children in the lower socio-economic cate-
gory.

With reference to looking at themselves objectively, the
children in the upper socio-economic catepory ranked themselves with an
average error of five and one-half places as students, while the chil-

dren in the lower socio-economic cetegory ranked themselves with an
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average error of six places. Also the children in the upper category
ranked themselves as to how well they were liked with an average dis-
crepancy between their self-rank snd class rank of nine and three-
tenths places, as opposed to an average discrepancy of eleven and
eight-tenths places for the children in the lower category.

The data for all the self-variables then indicate a slight
tendency for the children of the upper socio-economic atatus to Lhave
better developed selves, but the differences are so slight that they
are slmost negligible.

II. SELF-DEVELOPMENT CONSITERED FRCY STANDPCINT OF SOCIO-ECONCMIC
STATUS AKD IETELLIGENCE QUOTIENT SIMULTANEOUSLY

Since the writer was interested in both the children's soclo-
economic status and intelligence Quotients for any explanatory value
they might have for the children's self-development, she decided to
cross~tabulate self=development with soclo~economic status and intelli-
gence quotient simultaneously.

Intelligence quotients were available for only twenty of the
children. These children were placed in two intelligence quotient
categories, with those with Eigh Average and Low Average quotients in
the upper category and those with Inferior and Very Inferior quotients
in the lower category. As Table II on pege 37 showed, thers wers three
children whose intelligence quotients were in the High Average classi-
fication sand eight whose intelligence quotients were in the Low Average
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classification, making a total of eleven children in the upper intelli-
gence quotient category. Also, as Table ]I reflected, there were eight
children whose intelligence Quotients were in the Inferior classifica-
tion and one whose intelligence quotient was in the Very Inferior
classification, making a total of nine children in the lower intelli-
gence Quotient category.

Tables XLIV and XLV show the difference between the children
in the upper socio-economic category and the lower socio-economic cate-
gory when their intelligence quotients are near the same level.
Reference to Table XLIV shows that among the children of higher
intelligence, both those in the upper and in the lower socio-economic
categories had more answers in the upper categories of the first five
self-variables tran in the lower categories, their averages being three
and one-half answers in the upper categories of the self-variables and
one answer in the lower categories for the upper soclo-economic group,
and two and eight-tenths answers in the upper categories of ths self-
variables and two answers in the lower categories for the children in
the lower socio-economic category. Regardless of the fact that both
groups had more answers in the upper categories than in the lower cate-
gories of the self-variables, there is still a greater difference
between the upper and lower socio-economic groups than when intelli-
gence quotient was not held constant,

With reference to looking at themselves objectively, the chil-
dren in the upper socio-category were less objective in one instance
and more objective in the other. When ranking themselves as students
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they made an average error of six and four-tenths places, as opposed
to an average error of five and four-tenths places for the children in
the lower category. ¥hen asked to rank themselves as to how well they
were liked, they had an average discrepancy between their self-rank and
class rank of seven and one~half places, while the children in the
lower category had an average discrepancy of twelve and seven-tenths
places.

Amcng the children of lower intelligence, as determined by
their intelligence Qquotients, both socio-economic groups had more
answers in the lower categories of the first five self-variatbles than
in the upper categories. Reference to Table XLV shows the average
number of answers in the upper categories of the self-variables to be
two for the children of upper socio-economic status, with an average
number of two and six-tenths answers in the lower categories for the
same group. The table also shows an average number of answers in the
upper categories of the first five self-variables of one and one-half
for the children of lower socio-economic status, with an average
mumber of answers of three and one-half in the lower categories for
the same group. And again, there is more discrimination between the
upper and lower socio-economic groups than when intelligence quotient
was not held constant.

Among these children of lower intelligence, the upper socio-
economic category were more objective in both instances when ranking
themselves. As students they had an average error of three and nine=-
tenths places, as opposed to seven and four-tenths places for those in
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the lower socio—economic category, and an average discrepancy between
their self-rank and class rank as to how well they were liked of eight
and six-tenths places, as against an sverage discrepancy of twelve and
one~half places for the children in the lower socio-economic category.

When children of like intelligence were compared therefore it
appeared that in every instance except one the children of the upper
socio~economic category tended to have better developed selves thran
those of the lower soclo-economic category. The exception was among
the children of higher intelligence when ranking themselves as students;
thers the children of the upper socio-economic status were less objec-
tive than those of the lower socio—economic category. This would
indicate that socio~economic status was more closely related to self-
development than first appeared. It also indicates that intelligence
is associated with self-development.

That there is association between intelligence quotient and
self-development can readily be seen by comparing the last lines of
Tables XLIV and XLV which reflect the self-development of all the chile
dren of higher intelligence and all the children of lower intelligence.
A® can be seen, the average rumber of answers in the upper categories
of the first five self-variables was three and one-~tenth for the chil-
dren of higher intelligence and one and eight~tenths for the children
of lower intelligence. The children of higher intelligence had an
sverage of only one and six-tenths answers in the lower categories of

these variables, as opposed to an sverage of three answers for the
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children of lower intelligence.

Xith refersnce to looking at themselves objectively, however,
the children of higher intelligence quotient appeared to be less able
to do so in both instances. They made an average error of five and
seven-tenths places when ranking themselves as students, as opposed
to five and four-tenths places for the children of lower intelligence,
and they had a discrepancy of ten and eight-tenths between their self-
rank and class rank as to how well they were liked, as against an
average discrepancy of ten and three-~tenths places for the children of
lower intelligence.

III. SCHOOL PERFORMANCE CONSIDERED FROM STANDPOINT COF
SELF=DEVELOPMENT AND INTELLIGEKCE QUOTIENT

This study's main concern deing the relationship between the
child's self-development and his school performance, and in considera-
tion of the extensive use of intelligence quotients to predict the
school performance of children, the writer decided to compare the
twenty children whose intelligence Quotients were available, ten of
whoa were doing passing work and ten of whoa were doing failing work,
on the basis of their intelligence quotients and their self-development
88 determined by this study. Table XLVI shows the results of this com=
parison.

As will bte seen, seven of the children doing passing work had
intelligence quotients in the higher category, that is, in the Eigh
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Average or Low Average classification, and three had intelligence quo=-

tients in the lower vategory, that is, in the Inferior or Very Inferior
classification. These children doing passing work had an average
intelligence quotient of ninety and four-tenths.

Among the children doing failing work, four had intelligence
quotients in the higher category and six had intelligence quotients in
the lower category. Their average intelligence Quotient was eighty-
one and two-tenths,

With reference to self-development, Table XLVI shows that the
children doing passing work gave significantly more answers which fell
into the upper categories of the first five self-variables, the average
number being three and two-tenths. The children doing failing work
had an average of only one and eight-tenths answers in the upper cate~
gories of these same variables. The children doing passing work had
an average of only one and four-tenths answers in the lower categoriles
of the first five self-variables, while the children doing failing work
gave an average of three and one-tenth answers which fell into the
lower categories.

The children doing passing work looked at themselves with con-
sideratly more objectivity in both cases than the children doing
failing worke The passing children made an average of two and one-
tenth places when ranking themselves as students, while the children
doing failing work made an average error of nine and one-tenth places.
The children doing passing work were at variance with the class an
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average of five and nine-tenths places when ranking themselves as to
how well they were liked, while the children doing falling work had a
difference of twelve and two-tenths places. Thus both the intelli-
gence Quotients and self-development, as determined by this study,
discriminated between the children doing passing work and those doing
failing work.

An examination of the children individually in terms of self-
development, ss described in this study, affords some possible
explanations of school performance where intelligence quotient fails
to explain it,

Trere were threes children among those doing passing work who
bad Inferior intelligence Quotients, the other seven having either
High Average or Low Average intelligence quotients, Two of these chil-
dren with the Inferior intelligence quotients had better than B average
in their work and one shared with another girl the highest grade
average in the room. FEoth of these children also had well-developed
selves according to the criteria used in this study. On the other
tand, the other child doing pessing work with an Inferior intelligence
quotient cannot be explained either bty his intelligence quotient or his
self-developaent since his self~development was equally poor according
to this study.

Among the failing children were four with intelligence quo~
tients in the Low Average classification and who, on this basis,
would have been expected to be passing students. These children had
poorly developed selves according to this study. One of them, while
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giving answers which fell into the upper categories of the first five
self-variables was so much in error in ranking herself as a student and
was 80 greatly at variance with the class in ranking herself as to how
well she was liked that this inability to look at herself objectively
could explain her poor school performance.

This chapter has contained the findings with reference to the
relationships between certain antecedent conditions and self-develop-
ment, these antecedent conditions being the child's socio—economic
status and his intelligence quotient. In the next chapter a summary
of the findings and the conclusions will be given.



CHAPTER VI

SUVMARY AND CCONCLUSICKS

This study was & limited investigation of the relationship
between the elementary school child's self-development and his school
performance, and secondarily, the relationship between the socio-
economnic status of the child's family and his self-development and the
relationship between his intelligence as reflected by an intelligence
quotient and his self-development. Its purposes were to discover
methods by which the school child's self-development could be assessed
and to derive hypotheses wortlhy of testing with reference to the
relationships between his self-development and his school performance.

George Herbert Mead's theory not only suggested the study but
also furnished the theorstical framework for it. Important in this
framework ware Vead's conceptualization of the self as a process
involved in all the individual's conscious actions and his treatment of
the self as primarily a cognitive phenomena, Mead's theory suggested
three hypotheses which appeared to be particularly relevant to the
main concern of this study, the relationship of the school child's
self-development upon his school performance. While the limitations
of both the data and the method of this study preclude any claim to
testing these hypotheses, they served as a guide to the study,

The study was conducted among the members of a sixth grade

class in an elementary school and included data concerning twenty-five
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children. The main data came froa interviews, one hour in length,
with each child. The interviews were oriented around the child's
cognitive structure. Data concerning the child's school performance,
socio-economic status, and intelligence Quotient were obtained from
the school records, the teacher, and observation ty the researcher.

The first hypothesis which guided the study was as follows:

The c¢hild whose self has reached the stage of development in which he
has incorporated the social attitudes of the group of which he is a
part, in other words, in which he takes the attitude of the ™gsneraliszed
other,” will give a better school performance than the child whose eelf
has not reached this stage.

Three indications of this aspect of the child's self, his
internalization of social attitudes, came from the contents of the
interviews, O(ne indication was the child's comprehension of abstract
rules or norms which were not tied to the suthority of a particular
person. A situation existed at the school where members of the student
body enforced traffic rules where the teachers were concerned. The
child's awareness that everyone, including the teacher, was subject to
the traffic rules and that a child, usually subject to a teacher's
authority, could enforce the rules when the teachers were in error would
indicate that the ¢hild understood the universal nsture of the traffiec
rules.

The second indication of the child's internalisation of social

attitudes was his comprehension of the nature of a socially defined
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position in an organization. The evidence in the interview of this
conprehension was his view of the teacher as being an instrument for
accoxplishing the main purpose of the school, the education of the chil~
dren.

The third indication of the child's internalisation of social
attitudes was his view of himself as a part of the social organization
of the school and therefore responsible for his own behavior. This
view of himself was sanifested by his expression of what he would do
when left without supervision in the classroom,

The second implicit hypothesis was as follows:s The child who
can take the attitude of a particular other person in a situation of
social interaction will be able to interact with others more success-
fully than the child who cannot do so and therefore will give a better
school performance than the child whose self has not developed to this
point.

Taking the attitude of the other enables the person to inter-
act more efficiently in two wayss firet, he would te ready to react
to the other!s response even before it was perceived because the person
had already implicitly responded to it in his self process in anticipa-
tion of it. The child's ability to predict the response of the teacher
was reflected in the contents of the interview by kis statement of
whether or not he had expected the teacher to react in the way she had
when the class had nisbehaved during her absence,
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The second way in which the person's taking the role of the
other would enhance his efficiency in interaction would be that he
would interpret the response of the other in the same way the other
intended it. The child's ability to interpret the response of the
other correctly was demonstrated in the interview in bis correct
interpretation of the teacher's instructions to the class in what
appeared to be an axbiguous situation.

The third general hypothesis which Kead's theory suggested was
88 followe: The child who can view himself with objectivity will give
a better performance as a student than ths child who cannot do so.

The viewing of one's self objectively could result froa view-
ing one's self in terms of abstract principles or by application of
impersonal standards to one's self. This was manifested in the inter-
view data in terms of the child's view of himself as to how he com=
pared with the other children as a student,

Another way the viewing of ons's self in an objective fashion
would occur would be in a more direct fashion, ty taking the attitude
of the group as a whole and seeing one's self as the group sees one.
The child's view of himself as compared to the view of the class as to
how well he was liked was & manifestation of the child's ability to
look at himself this way.

The writer investigated the internalisation of social attitudes
in the child's cognitive structure, his ability to engage in the cog-

nitive process of taking the attitude of a particular otrer person,
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and his ability to look at himeelf objectively by a method involving
the use of dramatic material consisting of a diagram representing the
classroom and hall, and chess markers representing the children and
teacher, which the child and the interviewer moved about to dramatise
the social occurrences discussed in the interview, The use of these
materials in this way proved to be effective; it appeared to free the
crild from enxberrassment snd permitted him to objectify the persons in
the claesroom, including himself, so that he revealed his cognitive
structure and processes to a8 greater extent that he would have done in
response to direct questioning. However, the close study of the inter-
views in analyzing them revesled errors in the choice of gquestions and
tte way trey were asked which detracted from the value of the study.
Cne error was that while it was correct to reconstruct situa-
tions in familiar surroundings for the child in the interview, it now
appears that the actual occurrences presented to the child should have
teen ones the child had not actually experienced, or that he could not
identify with a particular, concrete occurrence he had experienced, so
that he would not have been calling upon his memory of what his cogni-
tive processes had been at & former time but would have been revealing
what they were at the time of the interview. This conclusion applies
to the variable involving the child's view of himself as being respon-
sibtle for his behavior in the absence of supervision, the variable
involving his expectation of the teacher's response to the misbehavior

of the class, and the variatle concerning his interpretation of her
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response at another time., The value of the data from the standpoint of
validity is lessened by this error.

Another error occurred in the type of incidents clrosen for
investigation of the child's ability to take the attitude of the other,
Incidents in which the attitude of the other which the child was asked
to take should have had as small emotional content as possible so that
the childt's cognitive processes would have been called into effect to
take the attitude of the other., This would have been more in keeping
with Vead's concept of the self as a cognitive phenomenon.

Another error was in the method of interviewing. BDBecause of
the writer's fear of putting words into the child's mouth, she did not
always explain the questions to the point that it was certain the child
understood what was being asked, and she did not employ probing to
bring out exactly what the child was thinking in all instances., This
was not evident to the writer until the interviews were subjected to
content analysis.

With reference to the relationships between the child's self-
development and his school performance, the study showed the following
concerning that aspect of the self conceptuslized as internslization of
soclal attitudes. This aspect of the self was the aspect set out in
the first implicit hypothesis and the first three self-variables were
indications of it.

Concerning the first self-variable, the child's awareness of

the universal nature of the traffic rule in the hall, the data were
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indeterminate., Fowever, a Fypothesis exbodying the proposition that
there is a relationsrip tetween such awareness and tre child's school
performance is tenatle and it i1s suggested that it would be worthy of
testing,

tith reference to the second self-variable, the data showed
that the children who loocked upon the teacher as occupying an instru-
mental position in the school organization tended to be btetter studentes
ttan those who saw her otrerwise. A hypothesis containing this propo-
sition 18 therefore suggested as being worthy of testing,.

Concerning the third self-variatle, the data indicated there
was no association tetween the children's view of themselves as having
the resoonsibility for their own behavior and their school performance.
Tre conclusion is that a Fypothesis containing this proposition is not
wortty of testing.

The sacond implicit rymothesis concerned the sspect of the self
conceptualized as taking the sttitude of the otrer, and it was indicated
ty the fourth and fifth self-variables. The investigation of the rela=-
tionstip of this aspect of the self to school performance showed the
following.

With reference to the fourth self-variable, the data supported
the proposition that the children who had expected the teacher's response
to their misbehavior were better students than those who had not expected
it. A typothesis embodying this proposition is sugprested as being

worthky of testing.
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Concerning the fifth self-variatle, there was no clear indica=-
tion from the data wrethrer the children who interpreted the teacher's
response to their inability to spell correctly performed tetter as
students than those who did not interpret Ler response correctly. Since
the data did not cast doubt upon this proposition, a proposition embody=
ing it is suggested as teing worthy of testing.

The third aspect of the self, that of looking at the self
objectively, was set out in the third implicit hypothesis. The sixth
and seventh self-variables represented this aspect in the study. The
data revealed the following concerning the relationship of this aspect
of the self to school performance.

VWith reference to the sixth self-wveriatle, the data indicated
trat the children who were able to rank themselves as students with
freater accurscy were the better students., It is suggested that a
kynothesis containing this proposition is worthy of testing.

Concerning the seventh self-variatle, the data indicated that
the children who saw themselves nearer to the way the class saw thex
as to how well they were liked were the students wro gave the better
perforrance as students. The conclusion is that a LypotlLesis embody-
ing this proposition is worthy of testing.

Since there were two or more variatles conceptualized as being
manifestations of each of the three aspects of the sslf set out in the
three hypotheses, the writer looked for asscciation between the variatles

indicating a particular aspect. The presence cf these associstions
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would tend to strengthen the theoretical basis of the study.

Varisbles indicating internalization of social attitudes were
exarined first, With reference to the relationships between the self
variables indicating this aspect of the self, the data did not support
the theoretical proposition that tre first three variables were
positively related to each other because they were all manifestations
of internalization of social attitudes. This suggests need for review
of this part of the theoretical basis of the study.

Variables indicating taking the attitude of the other were
next examined. The data supported the theoretical proposition that
these two variables, the ability to predict the response of the other
and the correct interpretation of the response of the other, would be
positively associated. This strengthens the theoretical basis of the
study.

The writer next exazined the variables indicating looking at
the self objectively. The data supported the theoretical proposition
that these two indications of looking at the self objectively would
be positively associated. This strengthens the theoretical basis of
the studye.

The writer had conceptuallszed the child's self-development as
teing at a particular stage. This would suggest that all the self-
variables would tend to be associated with sach. The study revealed
the following concerning the relationships between each-self variadle

and the other six self-variables.
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The data showed the first self-variatle, the child's awareness
of the universal nature of the traffic rule in the hall, to be associ-
ated with only three of the other six self variables. The data were
indeterminate with reference to the relationehip between the first
self-variable and one other self-variable., The data showed that no
associated existed tetween the first eelf-variable and the other two
self-variables,

Tre second self-variable, the child's view of the teacher in
an instrumental capacity was shown by the data to be assoclated with
four of the other six self-variables. The data showed trat this
variatle was not associated with the other two self-variables.

The cdata showed that the third self-variable, the child's view
of himself as having the responsibility for his own behavior, was not
related to five of the other six eelf-variables in a positive way.

Tre data showed it to be associated with ons self-varistle. Exclusion
of this variable would greatly enhance the over-all association of the
other variables.

The data showed that the fourth self-variatle, the child's
expectation of the teacher's response to the misbehavior of the class
during her absence from the classroom,was positively associated with
four of the other six self-variables. It was shown to be not associated
with one of the salf-variables, and the data were indeterminate with

reference to its assoclation with the other self-variable.
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The fifth self-vsriable, the child's correct interpretstion of
the teacher's response to the class's inability to spell the spelling
words, was shown to be associated with four of the other six self-
varisbles., The data were not determinate as to this veriable's
relationship to one other self-variable, snd the data showed no
association existed tetween this variable and another self-variable.

The data showed self-variable six, the child's ranking of him-
self as a student, to be associated with five of the other six self-
variables. Uuith reference to its association with the other self-
variatle, the datas were indeterminate.

The seventh self-variatle, the crild's view of himself as to
how well tre was liked, was shown to be positively related to five of
the other six self-variables. The data stowed it not to be related
to the other self-variable.

There were twenty-one corbinations of these seven self-variables.
In thirteen of these coxbinations the variables showed a tendency to
occur togetrer; in six of the corbinations the variables shrowed a
tendency not to occur together, and in two combinations the dats were
indeterminate as to association tetween the variables. The third
self-variable being excluded trere would have bLeen fifteen combinations
remsining, twelve of which would have shown a tendency toward association,
one of which would have shown a8 tendency for the varistles not to be
associated, and two in which the data would have bteen indeterauinate as

to sssociation beiween the varisbles., With the exception of the third
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self-variatle, there was evidence that the self variasbles over-all were
related to each other in a positive way. This tends to strengthen the
theoretical besis of the study.

A part of the conceptual scheme of this study was that the
crild's socio-economic status and general intelligence might be related
as antecedent conditions to his self-development. The child's socio=-
economic status was determined by three factors: the type of house in
which he lived, whether re lived in a home with a father, and wrether
his mother remained at home rather than working outside the home or
being completely absent from the home, When the three socio-econoric
factors were considered singly with reference to the child's self-
development, the data showed that the crildren who lived in the better
houses tended to have tetter developed selves generally than the chile
dren who lived in the poorer houses, that is, they gave more answers
which were 1n the upper categories of the first five self-variables
and they ranked themselves with less error as students and closer to
the place given them by the class as to being liked.

The second socio-economic faector, that of having a father in
tte hoxze, appeared from the data not to be positively associated with
the better developed selves, as deterxined bty the variatles used in
this study.

The data were indeterminate concerning the relationship between
the third socio-economic factor, that of having a mother who did not

work outside the home, and self-development as far as the first five
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self-variables were concerned. However the children with mothers at
home were a little mors objective in the view of themselves as students
and as to how well they were liked than the clrildren whose mothers
worked or were completely absent from home,

The writer also placed the children in two general socio-
economic categories based on all trree of the factors already
described, the children who fell into the upper categories of two or
more of these three factors making up the upper general socio-economic
category and those fslling into two or more of the negative categoriess
of the three factors making up the lower general socio-econoric cate-
gorye. Yhen these two categories were exarined froz the standpoint of
the children's self-development, the dasta indicsted a very slight
associstion between upper socio-economic status and better developed
selves.

€ince thre ctildren's socio-econovric status and intelligence
quotient both had possitle exnlanatory value for self-development, the
writer then exanined self-development in terms of socio—economic status
and intelligence simultanecusly. Two intelligence quotient groups, the
upper made up of ctildren with Bigh Average and Low Average intelli-
gence quotients, and the lower containing tre children with Inferior
and Very Inferior intelligence quotients, were examined separately on
the basis of socio-economic status and self-develorment., The data
showed more discrimination between upper and lower socio-economic

status in terms of self-development when the children of like
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intelligence were compared even though bdoth socio-economic groups
smong the children of higher intelligence had wore answers in the
upper catqgories of the first five self-variables, and both socio=-
economic groups among the children of lower intelligence had more
answers in the lower categories of the first five self-variatles.

The children of upper socio-economic status in both intelli-
gence groups were more objective concerning themselves in three
instances and less objective in the other instance., The instance in
which they were less objective was among the children of higher
intelligence when ranking themselves as students.

This cross-tabulation indicated there was more association
between socio-economic status and self-development than had first
appeared. The conclusion was trat a hypothesis containing the propo-
sition that socio-economic status and self-development are related is
worthy of testing.

This cross-tabulation also indicated a strong assoclation
between intelligence, as evidenced ty intelligence quotient, and self=-
development. A comparison of all the children of higher intelligence
with all the children of lower intelligence revealed a great difference
in self-development with reference to the first five self-variables,
the children of higher intelligence having considerably more answers in
the upper categories of trese varisbles then tre children of lower
intelligence. FHowever, the children of lower intelligence looked at

tremselves with more objectivity both when ranking themselves as
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students and ss to how well they were liked. Apparently intelligence
and self-development are related but the data in this study did not
indicate the exect nature of this relstionship. There is need for
further investigation of the relationship.

The question of the relative predictive values of intelligence
quotients and self-development, as here cefined, sugrested a comparison
of the ten failing crildren and ten passing children for whom intelli-
gence quotients were available in terms of their intelligence quotients
snd their self-development.,

The data srowed that the higher intelligence quotients were
associated with tre children doing passing work and the lower intelli-
gence quotients with the ctildren doing failing work. Tre data also
showed association between the children doing passing work and the
crildren's self-development, both in terms of the answers to the first
five self-variables wrich fell into the upper categories of trese vari-
ables and in terms of the children's ability to rank themselves
correctly as students and in conformity with the class as to how well
they were liked. When the children were looked at individually, their
self-development, as determined by this study, offered some explanations
of why some children of lower intelligence quotient were the better
students and some children of higher intelligence quotient were poor

students,
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