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The Assessment of Self Concept Among Four-Year-0ld Negro and White Children:

A Comparative Study Using the Brown-IDS Self Concept Referents Test

by

Bert R. Brown

Introduction

Researchers have had considerable difficulty in reliably assessing
the dimensions of self concept among children younger than five or six
years of age. These difficulties are due to several factors, the most
prominent of which are: (a) a generally limited ability, among very
young children, to clearly verbalize complex self feelings and per-
ceptions, and (b) a marked tendency for young children to alter per-
ceptions of self as a function of the diverse biological and inter-
personal forces which act on them from day to day. It has thus been
argued by some that the young child's perceptions of himself are highly
fiuid and that they change over short periods of time. Some characterize
this as a developmental progression from the holding of relatively un-
stable 'self perceptions, in early childhood, to the appearance of more
stable, enduring concepts of self reached in adulthood.

Another major source of difficulty in the assessment of self concept
among young children stems from the devices and procedures on which we
have come to rely. A major review of the literature on the measurement
of self concept (Wylie, 1961) strongly suggests that while innumerable
techniques have been developed for use with adults, there has been an
apparent paucity of thought among psychologists in the area of self
concept measurement of young children (Piers and Harris, 1964). We
have tended to rely on downward revisions of techniques designed to
assess self concept among adults rather than turning the many theories
on the developmental aspects of self concept into operational utility

in the form of standardized measurement procedures.
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The result is that these adapted procedures are often of limited
use with young children due to their dependence on the ability of the
subject to explore his feelings about himself in depth and to verbally
report the essence of these self feelings to an adult. Projective
techniques such as those which are modelled on the presentation of
ambiguous pictorial stimuli, open-ended sentence stems and unembedded
words designed to promote free associaticn have been widely used with
adults to gain understanding about self feelings. They generally yield
rich and extensive data about the ways in which adults perceive both
themselves and others, and about their characteristic orientations to
life in general. One primary reason why these techniques have been so
useful with adults is that adults generally possess the necessary cog-
nitive and verbal abilities required to express complex self feelings.
These abilities enabling the clear verbalization of complex self feelings
are, in large extent, undeveloped in very young children, although there
are individual differences to be found among them in this respect. This
difficulty in adapting techniques primarily designed for measurement
among adults is sorely felt in the use of such techniques with very
young children.

Perhaps the major indicator of such difficulty occurs where there
is a need to impose gross psycholcgical interpretations on responses
given by children to ambiguous stimuli. Consider the following: One
young child, when given the open-ended sentence stem, "When I look in
the mirror I see..." responded: "a tiger.” How can we deal with this
type of response without relying on subjective interpretation in order
to group this response with others considered to be similar? How can

this type of response ke distinguished from other equally unclear

responses? We could, for example, argue that the child perceived
himself as an animal, as distinguished from some inanimate object.

Or, we could make a further distinction and develop an interpretation
around the fact that the child perceived himself as a feline animal.
Or, further, we could even assert that this particular child identified

himself as a lithe, ferocious animal, thereby imputing specific cha-

racteristics to his response.
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The important and essentially unarswered question about the response
cited above still remains: what specific knowledge have we gained about
the child from his response? Further, what testable hypotheses can we
develop about the way the child perceives himself from the data which
he has provided? Finally, with what level of confidence can generali-
zations be made about self concept, given the emergence of this type
of data from a group of young children? It is obvious that examiners
must probe this type of response, but if there are realistic limits on
young children's ability to express complex self feelings, then probing
may neverthelcess leave much to be desired inm the way of response clarity
and reliability. 1In addition, examiners must exercise great caution in
freeing their interpretations from "own" subjzctive biases.

Additional, but not unrelated, pitfalls in the measurement of
self concept among very young children stem from: (a) limited attention
span; (b) frequent noncomparability of responses across children; and
(c) a commonly found tendency to incorporate aspects of the immediate
physical environment into their responses to ambiguous questions. A
simple example will suffice to illustrate the latter two problems.

Again, in response to the open-ended sentenze stem, "When I lock
in the mirror, I see...” a six-year-old child said: "...a watermelon
seed.” Another child responded, "...a drop of water." These two cases
present an insoluble problem of noncomparakbility. How can either of
these two responses be classified as either similar to or different
from one another? How can either of these rasponses be compared to
the "tiger" response cited earlier? 1In any case, a great deal of in-
terpretation must be imposed on these responses before they can be
given any comparative value or meaning.

Interestingly, the child who responded: "...a drop of water." was
examined in a small room which had a sink and dripping water faucet
nearby. It is not unreasonzble to assume that the subject incorporated
an element of his immediate physical environment into his response. I
have examined a content analysis of several hundred protocols of first
graders' responses to similar open-ended sentence stems, and have
observed a number of responses which suggest that this process was

indeed operative.
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These difficulties may be reflected in marked responsa changes

over short periods of time. Response instability, in turn, may be

viewed in at least two different ways: first, one may interpret
response instability as evidence of unreliability in a given measurement
procedure. Alternately, one may argue that the many concepts of self
held by young children do indeed shift, and should reasonably be ex-
pected to change over short periods of time.

Ideally, then, the most valid and useful type of technique to
measure the dimensions of self concept among very young children should:

1. minimize the extent to which psychological int:rpretation
must be imposed upon obtained responses,

2. maximize comparability of responses between children in
order to permit generalization, and

3. test directly the stability of responses over a specified
period of time.

In addition, it would alsc be important to consider the limited
attention span which is characteristic of young children and to exer-
cise rigorous control over the physical conditions under which assess-
ment is taken. Finally, an empirical measure of the degree to which
the instructions, item content and overall procedures are understood
by subjects is required. The major imrplication of these requisites
is that the entire procedure should be easily comprehensible to young
children.

The major purposes of this paper will be:

1. to examine some pertinent research on the measurement of
children's concepts of self,

2. to outline a technique which has been designed to assess
some dimensions of self concept held by four-year-old
children, and

3. to report the results of a pilot study in which this tech-
nique was used with 74 Negro and white children.

Since the theoretical anchorage for the technique comes from G; H. Mead's
(1956) model of the development of self-awareness, a brief examination

of that theory will be undertaken.
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ILxamination of Some Pertinent Literature

Self concept has been variously defined by different psychelogists.
Perkins (1958a) has argued that at the base of self ccncept are those
perceptions, beliefs, feelings, attitudes, and values which one takes
as descriptive of himself. In similar terms Jersild (1.952) defined
self concept or the "self" as a "composite of thoughts and feelings
which constitute a person's awareness of his individual existence,
his conception of who and what he is.” (p. 9) Rogers (1951) argues
that the "...self concept or self structure may be thought of as an
organized configuration of the perceptions of the self which are ad-
missable to an awareness. It is composed of such elements as the
perceptions of one's characteristics and abilities, the percepts and
concepts of the self in relation to others and to the environment."
(pp. 136-137)

These statements of definition suggest that an individual forms
impressions of himself from his perceptions of others' responses to
him. This, in turn, implies that self concepts are formed from ex-~
periences in direct social interaction with others. There is, however,
a less direct type of social experience which influences one's concepts
of self. Specifically, one's perceptions of his own characteristics
and abilities, counterposed against the dominant cultural values and
status distinctions which operate in a given social' environment, will
also influence his evaluations of himself.

It is interesting that of the research which has been done with
children in this area a major portion has been concerned with the de-
leterious affects of "disadvantaged" social environments on the devel-
opment of self concept. Empirical studies on differences in self
concept between Negro and white children suggest that Negroes generally
tend to see themselves in less positive ways than do whites. Theorists
such as Clark (1963a), Ausubel and Ausubel (1963), Katz (1964), and
Deutsch (1963) have cited several reasons why disadvantaged Negro chil-
dren adjust poorly to school and fail to achieve. Prominent among
these reasons are the Negro child's lack of self confidence and his

self perceptions of inadequacy or inferiority to his white classmates.
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Some investigators have reported that negative self concepts and
expectations of failure can be found among children as early as four
years of age or ycuuger. Horowitz (1939} reported that two-year-old
Negro children were not only highly aware of differences between them-
selves and white children, but that they also tended to wishfully mis-
identify themselves as white more frequently than they correctly iden-
tified themselves as Negro. White children of the same age, on the
other hand, almost always identified themselves correctly as white.

Clark and Clark (1958), in a now classic study, presented white
and Negro dolls to 250 Negro children and asked them to choose the
dolls which they most wanted to play with and which were most like
themselves in appearance. They found a general tendency for Negro
children to prefer white dolls and to reject Negro dolls. When they
differentiated within their sample by lightness-darkness of skin color,
they found this tendency to be most pronounced among light-skinned Negro
children and that it was least pronounced among dark-skinned Negro chil-
dren. It should be noted that while a majority of Negro children at
each age level preferred the white to the brown dolls this preference
decreased with increase in age (from four to seven years).: In addition,
these investigators found that doll preference was significantly af-
fected by both the geographic region in which the subjects lived, and
by the extent to which segregation was practiced in the schools which
they attended. Southern Negro children in segregated schools had a less
pronounced preference for white dolls while the Northern Negro children
in mixed schools had the greatest preference for the white dolls. These
authors concluded that Negro children at three to seven years of age are
clearly able to perceive negative cultural values attached to skin color,
as measured by doll preference, and that this is reflected in negative
concepts of self.

In a study of "racial awareness” Goodman (1952) found that four-
year-olds have "an entrenched system of race related values." (p. 29)
Gocdman found that a significant proportion of Negro children believed
that "whites are prettier than Negroes" (p. 37) while among white chil-
dren she found that "To wish to be like a colored child, or even to
admire any of his distinctive physical attributes is very rare." (p. 47)
Goodman differentiated within her sample of four-year-old children by

extent of "awareness" of physical differences between Negro and white
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children. She found that four-year-olds with high racial awareness
frequently used negative terms and epit.ets in descriptions of them-
selves, that they had a "deep sense of racial differentiation and
separation and that they tended to sense their own race status or
the status of others as threats.” (p. 37) These data led Goodman to
conclude that four-year-old children, in general, show unmistakable
awareness of both "own" and others racial characteristics. The un-
avoidable implication of this study is that children's racial
characteristics will have profound effects on their concepts of self,
but the linkage between these two Iactors is left unexplored,

The process by which "awareness” of own attributes becomes trans-
lated into self concepts was ¢iscussed by G. H. Mead (1956) . His theory
anchored the development of self-awareness in social interaction., "The
self,” he argued, "is not initially present at birth but arises in the
process of social experience. It develops, in a given individual, as a
result of his relations to the social system as a whole and to other
individuals within that social system.” (p. 212) Mead further argued
that the individual experiences himself not directly, but in an indirect
fashion, from his perceptions of the particular standpoints of other
members of the same social group toward him, or from the generalized
standpoint of the social system in which he functions. In other words,
the individual becomes an "object" to himself by taking the attitudes
of other individuals toward himself.

Social perception occupies a crucial place in Mead's theory of
self-awareness. The indivudual functions within a social matrix, and
his perceptions of others perceptions of him become the basic data from
which concepts of self are formed. These perceptions need not correspond
exactly to the ways in which the individual is actually regarded by
others, since varying degrees of distortion and selectivity in percep-
tions of the real world are produced by an individual's needs, moti-
vations and past experiences. Mead further argued that the development
of self-awareness is not only determined by one's perceptions of the
attitudes of specific others toward him, but that it is also a result
of the prevailing attitudes and values normatively held by the social
group to which he belongs. He identified the more general influence
of the social environment on s2lf-awareness as the effect of the

"generalized other,"” and he viewed the generalized other as a referent




against which one evaluates himself. In addition, Mead thought of the
generalized other as a standard of acceptable sncial values which is
responsible for the attribution of positive or negative values, by the
individual, to his own characteristics.

It is important to explicitly recognize that one’s social experience,
his relations with others, his perceptions of himself and of his place
in Y1e social order, as well as his moods and temperament, are subject
to eiiange over time. At the same time it is reasonable to assume that
certain dominant or pervassive themes may remain relatively unaltered
threoughout long periods of an individual's life. In addition, we must
recoznize that our conceptions of ourseives are no doubt multidimensional
rather than unidimensional and that the many different components of our
sel¥ awareness are derived from:

1. the actual perceptions that cthers have of us,

2. our perceptions of the ways in which we are seen by others,
and

3. others' perceptions of the ways in which we perceive ourselves.

It can also be argued that among the "others™ with whom an individual
interacts, some are likely to be more influential or salient than others.
One thus attaches differential importance to the ways in which he sup-
poses he is seen by others as a function of their importance to him.

From this it follows that:
Our percepticns of ourselves are basically derived from
our perceptions of the behavior of others toward us.
Greater weight is given to the ways in which we suppose
"significant™ others respond to us and less weight is
given to responses made to us by those who are less
important.

The "subjective" and "objective”™ components of self concept dis-
cussed by Mead are easily distinguishable in this formulation. On the
one hand the "self as subject" component consists of those feelings of
intrinsic self wonrth held by an individual about himself. On the other
hand, the "self as object" component consists of the perceptions which
one has of the ways in which he is seen by "significant” others in his
life. These "significant others" have an important function in the
formation of concepts of self. They serve as "referents” from whom

one continually seeks and receives informatien about his appearance




TRy T

[y Gy O

-9~

in their eyes. The data which one receives about the ways in which he
is seen by these referents becomes the basic material upon which per-
ceptions of self as a social "object" are built. Thus, the explicit
assumption which is being made in this paper is that an individual will
tend to form impressic.s of himself, of his characteristics and of his
capacities from information which he receives from referents about the
ways in which they see him.

T*is formulation provides the theoretical basis on which a new
technique has been developed for the specific purpose of assessing

self concept among young children.

The Technique

Let us assume that in the case of the young child a great number of
vsignificant others" (referents) can be identified. However, for opera-
tional purposes we shall assume that the following three referents are
normally highly salient, and strongly influence the ways in which chil-
dren perceive themselves:

1. the child's mother,
2. the child's teacher, and
3. the child's peers (classmates).
The questions which we‘ncw want to ask of children are:
1. How do you suppose your mcilier perceives you?
2. How do you suppose your teacher perceives you?
3. How do you suppose your classmates perceive you?
An important fourth question is also suggested by this framework:
4, How do you perceive yourself?
Taken together, the former three questions clearly resemble Mead's
"self as object" component of self concept, and the fourth resembles
his "self as subject" component.

In this technique the child (S) is required to assume the perspec-
tive of each one of these significant others toward himself. He is then
asked to report his perceptions of the views of him held by each one of
these referents on fourteen descriptive dimensions. The descriptive
dimensions are constant across all "object" and "subject" referents.

Ss are thus required to characterize themselves from their own view
and from their perceptions of the ways they are seen by mother, teacher,

and "other kids in the class.™
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A crucial requisite in this procedure revolves around the young
child's ability to take the role of others toward himself. At first
glance it would seem that inducing a young child to take the role of
another toward himself might be a Aifficult task. However, we have
developed a simple induction which appears to work well. This in-
duction requires that a photograph be taken of each S against a
standard, preferably neutral lightcolored background, with standardized
instrvuctions for posing. The photograph shouid be a full-front pose,
taken from approximately six feet, with the < placed in the center
foreground of the picture. The child is presented with the photograph
of himself in order to assist him to gain "objectivity" about himself.
"Objectivity" is defined here as perception of the self as an "object.”

Since there is a need for immediate availability of the photograph,
we have used a Polaroid camera, equipped with a nwink” flash unit which
produces completely developed three by four inch prints within fifteen
seconds after exposure. The process involved in developing prints is
entirely automatic and the camera is quite simple to operate. After
taking the photograph, Ss are asked to report:

1. their perceptions of the ways in which they suppose they are
seen by each of the “significant other" referents, and
2. their perceptions of themselves.

A core of fourteen bipolar adjectival items constitutes ine di-
mensions on which Ss must report both their own perceptions of self and
their perceptions of significant others perceptions of them. The set
of descriptive items was pilot tested and subsequently modified to
assure that the items were easily comprehensible to four-year-old Ss.
These items are stated in the vocabulary of four-year-old children.

All items are presented in an "either-or” item format, the more socially
desirable choice being scored "1" while the less socially desirable
choice is scored "0". These items are given in Table 1.

Ss are asked to report their perceptions of themselves and their
perceptions of their mothers', teachers', and peers’ perceptions of
them on each of these items. The set of items is thus repeated four
times and the only factor which is varied is the referent against

which the items are cast. This procedure can be easily illustrated
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with the following example. Imagine that an S's name is Johnny Gallagher,
the items would be presented as follows:
1. Now tell me, is Johnnv Gallagher happy or is he sad?

2. Now tell me, is Johnny Gallagher clean or is he dirty?
3., Is Johnny Gallagher good looking or is he ugly?

An examiner (E) would proceed through the entire set of items,
prefacing each cuestion with the phrase "Is Johnny Gallagher...?"
Following this, the referent is shifted and it becomes: "Now tell me,
does (insert name of Johnny Gallagher's teacher) think that Johnny
Gallagher is happy or sad? Does (teacher's name) think that Johnny
Gallagher is clean or dirty?" After proceeding through the entire set
of items, the referent is again shifted, and becomes: '"Now tell me,
does Johnny Gallagher's mother think that he is...?" Finally the
referent is again shifted and becomes: "Do the other kids in the class
think that Johnny Gallagher is...?"

Each question is asked with specific reference to the photograph

which has been taken of S. Thus, as E asks each question he points to

the picture of S, directing S's attention to the photograph of himself.

Since the procedure outlined above is a repetitive one, and due
to limitations on the attention span typical of four-year-old children,
the four referents cannot realistically be administered to Ss on one
occasion. Instead, the "self" and "mother" referents are administered
at the first examination and the "teacher" and "peer" referents are
administered three weeks later.

The three week interval has been used to permit a measure of retest
reliability. Thus, in addition to the administration of the "teacher"
and "peer" referents at that later time, the "self" referent is read-
ministered and the retest reliability measure is taken from the correla-
tion between the "Self I" and "Self II" referents. It should be noted
that the same photograph is used as was used in the earlier administra-
tion. (A1l Ss are promised, when their photographs are taken initially
that they will be given the photograph when the examination is finished
a few weeks later.) For purposes of control and rapport, it is also

important that the same examiner readministers the retest and that the
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retest be done in the same room which was used earlier.
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The procedure yields a "self as subject" score, "self as object”
score, and scores for each of the referents taken singly. The "object"
score is obtaiped by summing across the mother, teacher, and peer referents,
(A more detailed examination of the relationships between these referents

will be presented in a later section of this paper.)

Instructions to Subiscts and Administration Procedures

@
|
!

Prior to photographing S the following standard instruction should

be given by E:

"Well now, we're going to take a picture of you. Get
ready...When I count to three I'1ll snap your picture.
Are you ready now? 1, 2, 3..."

(Notice that no instruction to "smile" etc. has been included. This
is purposefully left ambiguous in order to obtain a spontaneous facial
expression, and is especially important since giving this instructicn
would clearly bias responses to the happy-sad item.)

After the exposure has been made, E waits fifteen seconds, then
pulls the developed print from the developer compartment of the camera.,
During this time interval, E may speak with S to establish rapport.
After fifteen seconds, E says to S:

"Well look at that (pointing to print). That's a pic-
ture of you. That's a picture of (child's name). Isn't
this a nice picture of (child's name). This is really
you because you are (child's name) and there you are in
the picture.”

(E points to S's image in the photograph.)

To ascertain the effectiveness of the induction, E then asks S:

"Can you tell me who that is in the picture?"

(E must obtain a response indicating that S knows that it is he in
the photograph; either "That's me,” or child states his own name or
simply points to himself, If S does not recognize himself in the
picture E repeats induciion above. E must obtain a statement from S
indicating that he recognizes himself in the picture before proceeding
further.)

E seats S at a table suitable in height and size for a young child,
and places the photograph on the table top, directly forward of S and
beneath his head in about the same position as a dinner plate is usually
placed. Since the recently developed print will tend to curl, it will

be useful to use two small pieces of tape at the top and bottom edges




of the print, fazstening it to the surface of the table. E should seat
himself directly opposite S at the table and then say the following:

"Now I'd like to ask you a few questions about (child's
name) ."

E then points to the picture, placing his own finger on it and proceeds
to ask the set of guestions in the context of the "self" referent. E
must restate the introductory stem before asking each question and
must point to the photograph each time he asks a question,

"Now can you tell me, is (child's name) happy or is
he sad?"

E proceeds through all items in the "self" referent in this manner. It
is important that E explicitly point to the picture before asking each
question, thereby repeatedly directing S's gaze and attention to it.

It is also important to continually restate the question stem in the
objective case: "Is {child's name)...happy or is he sad?" This pro-
cedure establishes a set in which the child is induced to "stand back
from Limself,"” and to gain a perspective of himself as an "object" in
the photograph. This should also assist S to assume the role of

another toward himself.

After responding to all items on the "self" referent, the "mother"
referent is introduced by E:

"Now that was very good (child's first name). I'd like
to ask you a few more questions. This time I'd like to
ask you a few questions about (child's name) mother.

Can you tell me...Does (child’s name) mother think that
(child's name) is happy or sad?"

E proceeds through the entire set of items in the "mother" referent
context. Again, E must point to +he photograph and repeat the appro-
priate stem before askinz each qu2stion. The fourteen items asked under
the "mother” refereni are identical to those asked under all other
referents. Only the referent iiself is *o be varied.

At this point, S will have completed two referent scales. The
"self" referent scale, and in the case illustrated above, the "mother"
referent. Total administration time for these two referents, including
time spent in taking the pbicture, should run to approximately 15 minutes,
Since there is a problem of limited attention span among young children
we have found it useful to stop at this point. E then says to S:

"Well we'll stop now and I'll come back in a few weeks,
when I'11 ask you a few more questions and then I'll
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give you your picture to keep. It will be all yours.
You can do whatever vou want to with it. You can bring
it home, or keep it for yourself, or you can throw it
away. It will be all yours.”

After examining all Ss, E leaves and returns three weeks later.
He continues with each S, preferably in the same room, seated at the
same table and with the room arranged as it was before. E begins
the testing session JI saying:

"Well hello there. Do you remember looking at your
picture with me ¢ few ivzelis ago? Well here is your
picture again. I just want to ask you a few questions
and then I'm going to give you you:r picture to keep
for yourself., just as I promised. You can do whatever
you like with it. 7Tt wili be for you to keep.™

E then places picture oa table, factens it to surface, as before,
seats himself opposite S and bhegins administration of Part II.

The first referent o bz administiered to S should be a repeat of
the "self" referent given three weeks earlier, The procedure to be
followed should duplicate, as completely as possible, the earlier
administration. Ffollowing this procedure is of crucial importance
since the test-retest reliability measure will be taken between
responses to the first "self’ referent and responses to the second,
administered three weeks later.

On Test Session ZI, it will be necessary to administer the
nself" referent in the first position, e.g., before either of the

remaining two referents (“teacher” or "other kids"). This procedure

should be followed precisely since the reliabiiity estimate is taken
on the "self" referent and it is especially desirable to free responses
to this referent from as much error variance as possible. Thus, ad-
ministering the "self" referent in either the second or third position
may refresh the child's wemory of nis previcus responses to the items,
and since it would be difficult o d:termine the extent to which responses
were so affected. uncontrollcd 2rror variance in retest data would pre-
sumably be increased.

After completing the first i~Jlerent, E administers the remaining
two referents, e.g , the "teacher™ and the “other kids" referent,
again following the same procedur=z.

Upon completion of the five rei-wrents ("mother", "teacher", Bother

kids", plus "Self (" und "Self TI") ithe examination is terminated. E
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should thark S warmly, present him with the photograph, and again rein-

force the value of the picture »y saying:

"Well now, this picture is for you to keep, just as I promised.
Here it is; rem:mhcy you 2an do whatever you like with it;

you can keep it for ,oumrself or show it to your mother or
teacher or whatever you like.?

Scoring Procedures

The following scores are obtainabhle from the measurement procedure:

1.

2.

Self I refereat scoce--repcesents the "self as subject”

dimension of self cornzept. Possible scoring range 0-14 points.

Mother referent scorza--reprzsents the extent to which S

perceives his mother as seeing him positively or negatively.
Possible scoring rangce 0-1i points.

Teacher reforent score---represents the extent to which S

perceives his teacher as seeing him positively or negatively.
Possible scoring range 0--1U points.

Other kids relerent score--represents the extent to which S

perceives his peers as seeing him positively or negatively.
Possible scoring range 0-1l points.

Self II referant score---this measure is taken three weeks

after S is given Self I referent and it is to be used as
the test-retest reiiability estimate for the self-referent.

Combined mother plus teacher plus other kids referent score--

-

represents the 'seilf as object" score and the overall extent
to whicn S perceives these significant others as seeing him

positively or megciively. Possible scoring range 0-42 points.

In addition, it is »ozs’blLe to precord and compute the number of

items to which as S wrs unshle {9 »espond. in order to determine:

1.

2.

the extent to which Ss do not fully understand the bipolar
pairs. and/o»,
the exten!t to which Ss nav not have formed impressions of

themselves o of +iuneir characteristics.

Where this occurs, the sgcaces Jor -.ach: referent must be adjusted to

reflect a ™10 responce.”™ This cen Le Joae by using a ratio score rather

than an absolute score. 1ae ratio score shouid be defined as a ratio

of the total number of nositive rzsponses to the total number of items

responded to within a referent. It should be mentioned that for
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comparative purposes, the use of a ratio score for any S within a given
group would necessitate the computation of ratio scores for all Ss within
that group.

Two further issues must be raised before we examine the results of
a pilot investigation with this procedure. The first issue centers
around use of the "either-or" item format as opposed to use of a Likert-
type rating scale format.

It is quite realistic to argue that people tend to think of them-
selves, their capabilities and their incapacities in differentiated
rather than in all or none ways. This would seem to suggest that use
of the either-or item format would be likely to result in measurement
error due to the forcing of responses into a limited response range.
However, while it is true that older children and adults can readily
differentiate points between extremes, it does not appear to be easily
done by very young children. In pilot testing this procedure with four-
year-old children, we have found a notable inability among them to dif-
ferentiate intermediary points between polar opposites. We have observed,
instead, that children at this early age generally have a greater facility
for responding to questions which are simply stated in "either-or" fashion.
Additionally, the technique is a highly repetitous ope. Since limited
attention span is a real problem of measurement among young children,
an important criterion to be met in the design of measurement procedures
for this age group should be overall task and item simplicity.

There is a final issue which ought to be considered before looking
at the pilot results. This issue is concerned with e use of a photo-
graph as an induction for promoting self "objectivity" as opposed to the
use of some other medium such as a mirror, from which a mirror image

can be obtained. On first thought, it would seem that a mirror could

quite easily be substituted for the photograph., However, there are
several reasons which suggest that use of a mirror image would be a
decided disadvantage in the present technique.

First, a photograph is a permanent. record of an individual's ap-
pearance at a given moment in his history. The record itself is an
immutable one, but the individual's perceptions of the content of that
record are subject tc manipulation. Thus, by directing attention to
a specific "object" in the photograph and by varying the conditions under

which it is to be viewed, differential perceptions of that "object" can
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be induced within an individual.

Secondly, the "scenery" present in a photograph can be manipulated,
or oppositely, can be made constant simply by composing the photograph
with a precisely defined background for all subjects whose pictures are
taken. This type of control on picture composition, together with the
use of standard instructions for posing provide measures of stimulus
control which are simply not obtainable when using a mirror image. The
mirror image, remember, is essentially unstable. It is markedly af-
fected by changes in facial expression, posture and mood. Moreover,
movement of a mirror by just a few degrees and change in facial orienta-
tion to a mirror both result in changed background and composition.

In short, use of the photograph provides highly desirable control
for research purposes. With the exception of the image of the subject
himself, the stimulus is a constant one across Ss, In addition, use of
the photograph permits a measure of response reliability at a later time,
based on precisely the same stimulus as was used earlier. Since retest
with the same measure is an acknowledgeably rigorous measure ef relia-
bility this would be sacrificed by substituting a mirror image for the
photograph.

Finally, we must note that the photograph serves as an incentive
and appears to motivate young children to participate actively in the
procedure. Since the child is repeatedly told that he may keep the
photograph and do whatever he would like to with it after the examina-
tion, anticipation of ewning the photograph seems to become an incentive.
In our pilot study we have Sound that the promised photograph generally
has a powerful effect on maintaining the interest of children throughout
the procedure. Obviously the incentive would be absent if a mirror
were used in place of the photograph.

Let us now examine results of a pilot study in which this pro-

cedure has been used.

The Pilot Study

The assessment prncedure which has been described in the pr-=ceding

pages was administered to three independent samples of four-year-old
children (Ss) in New York City. Sample I (N=17) was taken from two

prekindergarten classes which were a part of a preschool enrichment-
intervention program run by the Institute for Developmental Studies,

New York Medical College. Both classes were conducted in public schools
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located in depressed areas of New York City. (The schools were located
in East Harlem and the Lower East Side sections.) Both classes were
composed predominantly of Negro children with the except:on of several
non-English speaking white Puerto Rican children in one of the classes.
These children were excluded from the pilot study. The remaining Ss
were all from lower SES families, as estimated from the educational

and occupational attainment of the main support in each S's family.

Sample II (N=21) was taken from a day care center in the East
Harlem cectien of New York City. All Ss in this sample were Negro,
between four and five years of age, and came from lower SES backgrounds,
as determined by occupation of main support in each family. Children
in this sample were deposited at the day care center early each morning,
and were picked up at 4:00 P.M. by either a parent or guardian.

Roughly 60% of the Ss in S8amples I and II came from homes in which
one parent was absent. Parental transiency and separation were the
most commonly given reasons for absence. Most often fathers were ab-
sent, but there were a few cases where a child's mother had left the
family. Ss in Sample II received custodial care, nominal prekinder-
garten instruction and a hot meal cach day. Ss in Sample II were all
in a single classroom group which was under the supervision of a Negro
teacher who was assisted by a small staff of community aides. The pro-
cedure was administered to all children in this group. By way of con-
trast, Ss in Sample I were in "enrichment” classes which were super-
vised by a white teacher and assistant teacher.

Sample III (N=36) was obtained from an old and established com-
munity center in the heart of New York City's "silk stocking" district.
S's were all white and came predominantly from upper-middle SES family
backgrounds, as determined from education and occupational level of the
main support in each family. Almost all of these children came from
families of Jewish religious background. There were no instances of
family instability in this sample. Again, Ss were four to five years
of age at the time they were examined and they were participating in a
five-day-a-week private prekindergarten nursery school program. Ss
were taken from three different classes, each staffed by a white teacher
and assistant.

The procedure was thus given to 38 four-year-old lower SES children

and 36 upper-middle SES white children of the same age.
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Results

Table 2 gives the means and standard deviations on each referent
and for the "self as object" score in each sample. Results of t-test
comparisons between these means are presented in Table 3.

Table 3 reveals that the two samples ¢f lower SES Negro children
did not differ from each other on any of the referent scores or on the
composite "self as object" score. The mean differenc:s between Samples
I and III did however reach significance on bot!i the "self as subject"
score and on the composite "self as object" seore., Since the two lorrer
SES Negro samples were in no way different from each other these samples
have been pooled in order to enlarge the overall number of Negro Ss and
thereby make the Negro and white samples more comparable in size.

Table U4 presents a comparison of means obtained by Negro and white
Ss on the ""self as subject" referent and on the "self as object" score.

Table 4 reveals that Negro Ss tended to perceive themselves (self
as subject score) in less positive ways than did white Ss. Negro Ss
also saw significant others as seeing them less positively than did
white Ss. It is interesting that while these differences between Negro
and white Ss reached statistical significance, the means for both groups
were rather high and the distributions tended toward positive skewness.
Examination of the standard deviations in Table Y4 indicates that white
Ss perceived themselves and perceived significant others as seeing them
in uniformly more positive ways than did the Negro children. 1In the
sample of white children the variance on the "object" score (5.262)
Qas significantly smaller than the variance found in the Negro sample on
the same score (8,982), Parallel differences in variability between
Negro and white Ss were found on the "subject" scare. These differences
are due to a greater tendency toward bimodality in the sample of Negro
Ss. While there were only rare departures from high positive perceptions
of self and peceptions of others' perceptions of sezlf among white chil-
dren, roughly one-quarter of the Negro Ss reported that they saw them-
selves (subject) and saw others as seeing them {object) in notably nega-
tive ways. This differenc= hetween samples is a significant one
(ch12=7.50, d.f.=2, p= ¢[.02) using the self as subject referent scores as
bases of compariscn between Negro and white Ss. Three score levels were
distinguished for this analysis: 0.0-9.5, 9.6-12.5 and 12.6-14.0. When
one inspects the cell frequencies in this chi2 analysis it is apparent

that the major difference between Negro and white Ss is that the Negro
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Ss scored in the lower part of the distribution far more frequently than
did white Ss. Conversely, the number of white Ss falling into the high-
est score level was far greater than chance expectation, wi.ile the fre-

quency of Negro Ss scoring in this level was far under chance expectancy.

Figure 1 presents the cut-off points, observed and expected frequencies
and marginals used in this analysis. Scme caution should be exercised
in the interpretation of this analysis since the expected frequencies
in two cells are slightly under the minimum expected cell frequency re-
quirement of five needed in this type of analysis.

Figure 1 provides a closer look at the positive ckewness found in
both samples and at the bimodality found :in the Negro sample. These
differences can be further explored by comparison of t'e item frequencies
for the "self as subject" referent within each sample. Table 5 presents
item frequencies for each of the fourteen descriptive pairs which ap-
peared in the "self as subject” referent.

Table 5 reveals that the overall differences between Negro and white
3s on the "self as subject" referent were largely due to differences on
four items. A significantly larger proportion of Negro than white Ss
perceived themselves as:

1. sad rather than happy;

2. stupid rather than smart;

3. sickly rather than healthy; and

k. not liking the appearance of their faces, as
opposed tou perceiving their faces favorably,

On the ether hand, Table 5 reveals that there were no differences
between Negro and white Ss on such dimensions as cleane=dirty, good look-
ing.-ugly, or en sociability items (Items 4, 5, 7, 10).

Let us now direct attention to the distribution of scores on the
"self as object” measure for both Negro and white Ss. (This score was

——— _ohtained by summing the number of positive respenses to the "mother,"”
"teacher" and “peer" referents.) A greater proportion of Negro than
white Ss perceived these significant others as se~ing them in negative
ways. This difference between Negra and white Ss reached statistical

significance (ch12=7.50, a.f.=2, p<.025)%

*  The observed frequencimas in each cell on the "self as object” score
are.exactly the same as found on the "self as subject" ssore. Since the
chi® analysis for this vaviahle duplicates the six celled table presented
in Figure 1, it will not be presented here. (€onitd.)
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Tiscore aistribution between Negro end white,3s op the "self ss object”
'Feore. To more fully understand the reasons for this dzfﬁereneg Ar will
be useful to determine the specific referent(s) and then the items which
most distinguish between ﬁegm and white S6. Re-examination of Tables
2 and 3 revéals that of tfxe cefererx‘cs whicﬂrz are included I the "aelf as
~object" measure, the atrangest differeme between Nem apd_white s is

.....

as opposed "Po white Ss on the "teacher" mferem gre given in szure 2.

This enalysis reve;lsmt;nat there were significant differerces be-
‘Ywetn“Neghc "and white Ss~wiih .regard to the ways in which they perceived
« .théir teachers ac seeing them. (Chi’ = 7.26, d.f. = 2, p<.05). Figure
2 indicates that more Negro than white Ss perceived their teachers as
_seeing.thes' in negative ways and that more white than Negro Ss perceived
their teachers as seeing them in highly positive ways. Examinatior of
the frequency of positive and mptiw responsec made to each item within
the "teacher” referent for Negro ss eeupmc— to vhite, »38 indiestes that
the difference in score distribution between these two groups, comes pric
marily from three items wﬂc}; significantly distinguished wrghe two
sanples (see Table 6).
. Five additional items tended to distinguish between the, W0 sanples
" “hut differences on these items did not quite reach the .05 level of
sigﬁ.ficance; These items are nevertheless idertified in Table 6 since
"the overall difference between Negro and white Ss on the “teacher!'...-
referent is a result of the pooled effects of these item differences.

“Table 6 reveals that Negre §s, more frequently then whites,
reported théir owm perceptions of their teschers' pemf-ptiom of them as:

i. sad rather than happy;
2. frightened of a lot of people rather than 5

not frighténed of ‘afot of people; and,

T(Contdy)

It is interesting that the distributions for each variable m
identicals.This probably stems froh the degree of correlation.between
the. two referémtss. To reiterate, t‘ﬁ‘e cutoff points on the ngelf, .88 Subi-
ject" referent were.0-9.5,.9,6-12. S ~12.6-14.0. On the "getf g8 qb~
ject" measure, the cuboff points were \+¥4.8, 26.9-37.9 and 38. J-i32,0.
The sole criterion for setting these cutdffpoinis in the latter measure

~Was .that of making them p&aﬁ'él -tu “the qarof} pﬁuq‘ defined for the
"subject” ‘weferent, _
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3. mnot liking their (S's) facial appearance
as opposed to liking the appearance of
their faces,
In addition, Megro Ss, more frequently than whites, thought their
teachers saw thems

as stupid rather than smart;

2. as sickly rather than healthy;

3. as not liking to talk a lot rather than as
liking to talk a lot; and

4. as frightened of many things as opposed to
being not frightened of many things,

Negro children also reported that they perceived their teachers as
not liking the appearance of their clothing more frequently than did
white Ss ( ».05p <.10). It should be noted again that while these dif-
ferences between Negro and white children do appear, they occur within
the context of positively skewed distributions in each sample. The '
evidence presented in Table 6 clearly indicates that a major proportion
of Ss, regardless of their racial characteristics, perceived their tea-
chers as seeing them in generally positive ways. It is within the Negro
sample, however, that a small, although not insignificant, group of Ss
consistently reported their teachers' perceptions of them as being nega-
tive. This result closely parallels the differences which were found
between Negro and white Ss on the "self as subject” measure. It can
be accounted for by the high correlation between one's perceptions of
himself and his perceptions of others' perceptions of him.

In addition to making comparisons between Negro and white Ss on the
self concept referents, it has been our concern to test the reliability
of the procedure and to thereby obtain a measure of the stability of
four~year-olds' perceptions of self, over a given time period. The
"self as subject" referent was readministered to Ss three weeks after
they were initially examined. Examiners gave the retest to the- samc

Ss whom they had previously examined,

g
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The retest was conducted in the same room, which was arranged in
exactly the same way as on the first administration. Importantly, the
same photograph as had been used earlier was used as the induction, and
Ss were ;iven this photograph after having been examined, as promised
earlier.

Table 7 presents the Pearson product-moment correlations between
the "self as subject” referent score and it's retest which was admin-
istered three weeks later.

Table 7 reveals that the self as subject measure has equally high
reliability among both Negro and white four-year-old Ss. This table
also suggests that a fairly high level of stability characterizes young
children's perceptions of self over short periods of time.

Table 7 indicates that Ss who reported negative perceptions of self
on the first administration of the "subject" referent also tended to
report negative perceptions of self on the retest administered three
weeks later. Similarly, children who perceived themselves in pre-
dominantly positive ways at Time I tended to report positive perceptions
of self at Time II.

An additional concern in the construction of the present measure
is to determine the extent to which young children perceive themselves
as they perceive significant others" as seeing them. In other words,

to what extent are young children's perceptions of themselves congruent

with their perceptions of others' perceptions of them? An answer to
this question can be obtained from the data presented in Tables 8, 9,
and 10. These data are presented as correlation matrices for the three
separate samples of Ss. While there were no mean differences between
the two samples of Negro children on any of the referent scores, it
was noted that there were differences between them in terms eof the de-

gree of congruity between perceptions of self and perceptions of others’

perceptions of self. TFor this reason, the correlation analyses were
carried out separately for each §ample of Negre children whereas these
samples were pooled in previous analyses.

These matrices reveal that there is a generally high level of
congruity between Ss perceptions of themselves and their perceptions

of gignificant others® perceptions of them. There are, however, some
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interesting divergencies {ram this tendency. Specifically, one nntes
aifferences between the samples with regard to the magnitude of
correlation betwveen the "self ac object™ components and the "self

as subject"” secore. These coefficisnts ure considerably highér in
Sample I than in either Sample II or ITI.

There are at least two ways of accounting for the differences in
correlation between the "significant ether" referents and thc "self as
subject” referent in the three samples. On the one hand, the higher
correlations found in Sample I could reflect the possibility that
these Ss were less able to differentiate perceptions of them held by
others, from their own perceptions of self, than were Ss in either of
the other samples. An equally likely alternative, however, may have
simply been greater congruence er integration of self percepts in this
sample than in either of the other two samples. There is no clear-cut
answer to this question apparent from the data. There is some suggestion,
however, that the latter alternative is the more plausible one since the
appearance of differences in correlation between these samples does of-
fer some support for the position that four-year-old children can
differentiate between referents in the context eof ttre present assessment:
technique. It is important to reiterate that Ss received several fairly
strong inductions to assist them to assume the perspective of "signifi-
cant others™ toward themselves. Ss were explicitly and repeatedly
required to report their perceptions of their mothers', teachers’,
and peers', perceptions of them. The question stem which contained
the identification of the referent was restated by E at least 14 times
in each referent. In addition, each time the question stem was asked

E made pointed reference to the phetograph ef S directly beneath his eyes.

Summary and Discussion

Thirty-eight four-year-old lower SES Negro Ss and thirty-six upper-
middle SES white Ss of the same age were given the Brown-IDS Self Concept
Referents Test. This technique was specifically designed to assess the
dimensiens of self concept held by young children.

The procedure is an operational measure of G. H. Mead's (1956) " theory
of self-awareness. The basic assumptions on which the assessment
technique rests are that:




1. Concepts of self are largely determined by social-perceptual
processes; and

2. One's self concepts are formed not only from his perceptions
of self (self as subject), but are also reflections of his
perceptions of *significant ethers'" perceptions of him
(seltf as object).

Accordingly, Ss were induced to characterize ithemselves on fourteen

descriptive dimensions from four different perspectives (referents):
1. S, as he saw himself;

. S, as he perceived his mother as seeing him;

S, as he perceived his teacher as seeing him; and

2
3
4. S, as he perceived other kids as seeing him.

Each S was presented with a Polaroid photograph of himself (against a
standardized background and with standard instructions for posing) to
which he was induced to refer when given descriptive pairs within each
of the referent categories. This procedure was developed to induce Ss

to perceive themselves as social "objects."

The procedure yields summative scores for each referent. By summing
across the "mother," “teacher," and "peer" referents, a measure of the
favorableness of "self as object" percepticns was obtained fer each S.

In addition, a measure of the favorableness of "self as subject" per-
ceptions was obtained directly from Ss responses to the self referent.
Descriptive pairs were identical for each referent and responses were
scored 1 if positive or 0 if negative. The scores obtained for each
S were derived by summing positive responses within each referent. In
all cases, the higher the score obtained, the more favorable were S's
self perceptions.

A retest, using the same form, was given after a three-week in-
terval to determine the reliability of the measure.

Ss were promised that they would be given their photographs to
keep after completing the examination. Since the same photograph was
used in the first examination as in the retest, Ss received their
photegraphs, after having completed the retest.

The following major results were obtained:

1. There was a relatively high level of reliability in the
perceptions of self held by Negro and white children over
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a three-week interval (.76 for white s, .71 for Megro Ss.)
There was & notable tendency for chilc '‘en in this age group
to perceive themselves (self as subject), and to see signi-
ficant others (self as objecl) as seeing +hem in generally
positive ways. However, tlegro Ss scored ~*gnificantly lower;
on the average, than white Ss on both the ' self as subject”
referent and the *self as object” measure. On the "self as
subject” referent, Negro Ss, significantly mure often than
white Ss, perceived themselves as:

a. sad rather than happy;

b. stupid rather than smart;

c. sickly as distinguished from healthy; and

d. mnot liking their own facial appearance as opposed

to evaluating their facial appearance favorably.

on the "self as nbject" measure, Ss' perceptions of their
teachers® perceptions of them most clearly distinguished
Negro from white Ss. Negro Ss, more frequently than whites,
perceived their teachers as seeing them in negative ways
while white Ss quite uniformly perceived their teachers as
seeing them positively. Specifically, Negro Ss, more fre-
quently than whites, saw their teachers' perceptions of them
as:

a. sad rather than happy;

b. frightened of many things and of many people; and

c. sickly rather than healthy.
Tn addition, Negro Ss perceived their teachers as:

e. not liking their facial appearance; and

£. not liking the appearance of their clothing:
more frequently than did white ¢=. The latter two items
did not significantly distinguish between Negro and white

Ss, but there was a trendency in this direction (>.05 p <.10).

There were no significant differences between Negro and white
Ss with regard to their mothers! or their peers’ perceptions
of them. Both Negro and white 3s reportedly held high
positive perceptions of the ways in which they were seen

by each of these referents.
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3. There were general’ s high positive corselations between

children's percaptions of <clt .rnd their pevceptions of

>

significant others' percentions of ihem, Ss who perceived

themselves (subject) nos*~*vely also tended to see others

as perceiving them posiiiveiv. Ss wre perceived themselves
negatively aiso tendad i werceive cgrhars as seeing them in S

negative ways.

These results must be evaluated with some caution for several

reasons. Although the measurement prcocdure eliminates the need to

-, T e A

impose subjective interpretarions o e@sponsas, scme other problems
have arisen. Briefly. thase sre:-

1. The effects of social decir-bilitv on §°s responses. In

Mt st gt oo v e

-

future research iv vauld be woeful o either:

a

. obtain an inde,andent meesure of the extent to
which responses o items made by four-year-old

Ss are detarminzd by their krowledee of what is
- (Vo ]

b. consiruct iten nairs in such ways as to eliminate
bias due o social desirapility,
In this connection Z noted thet white Cs generally had

greater response latgaciss on mgny of the items than did

Negro Ss. This mey b2 on indicc-ion that the self reports
made by white Ss wev»e mowve carafy ily considered than were

the more spontanesus regponsiu gonacaliy mace by Negro Ss.

2. The possibhic introduation oF'renﬁa*et nias due to the fact

that white (wale) axerirers were usew in the present study.
There are at least two a. romantg vhieh lead to the expecta-

tion that E's »acial characterictios will have a strong
effect on Ss »csnonScu,  The Siray reunent is based on
social desircniliiv. It has been Aaoustrated that re-
sponses made Ly LiX--yeayr~Hld Negro Ss to white examiners
are significanliy diffeyépt fion va Spors25 made by the
same 3s to Nez o izniners {Teent, 1954), This investi-
gator found that respontec made by Negro Ss to Negro

examiners, on a messure veluiced “u peerconality, were
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significantly more favorable to Negroes' than were responses
given by the same Ss to white examiners. On the other hand,
there is some evidence (Rosenthal, 1963) which suggests

that responses given by l‘egro Ss to white examiners will

be influenced by "expectancy." Expectancy has been de-
Fined as the tendency to respend in accord with the ex-
pectations which one supposes another has for him. In
this case, it is not infrequent that Negro Ss perceive
themselves as having lower status than whites in Negro-
white contact situations (Katz, 1964%). If this is true,
then responses made by Negro 3s to white examiners in
psychological testing situaticns should, in some extent,
reflect these perceived status discrepancies., Under the
influence of negative expcctancy, it is not unreasonable
to predict that Negro childrer will respond less favorably
to questions about themselves as a function of the extent
to which they perceive deferential behavior as being ex-

pected of them.

It is perplexing that these arguments about the effects
of social desirability and "expectancy" on self reports
made by Negro Ss to white examiners lead to contradictery
predictions. In ore case social desirability may induce
Negro Ss to give more favorable self reports; alternatively
"expectancy" may operate to make self reports given by Negro
Ss to white examiners less favorable. Either way, the re-
sult is confounding. In future research it would be im-
portant to vary the racial and sex characteristics of
examiners to determine the extent to which differences

are produced by these factors.

A third major problem in the present study stems from the
fact that Ss came from two sharply different populations
(lower SES Negro as compared to upper-middle SES white).
The differences in self concept which have been reported
are thus confounded by racial characteristics and by SES

level. At the present time, aifferences between these samples




w 2Qm

cannot, with confidence be attributed to either of these
two variables. Further research must be undertaken in

which comparisons are made between the samples reported

on in this paper and additional samples of middle SES
Negro children and lower SES white children.

The flood of recent literature on differences in self concept
between Negro and white children suggests, but does not reliably
document the extent of these differences or the dimensions on which
they occur. The technique which has been outlined in this paper and
the results of the pilot study indicate, with acceptable reliability,
some specific dimensions on which differences in self concept between

Negro and white children occur.

The procedure described above can be modified for use with older
or perhaps even younger children by alteration of the descriptive
dimensions and/or by changing referents. Modifications such as these
would contribute to making the procecure more applicable for use with
different samples.
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Table 1

Items and Corresponding Score Values

For Fourteen Descriptive Pairs Given Under Each Referent

Item Score*

/ 1. Happy-sad 1, 0

/ 2. Clean-dirty 1, C

f 3. Good looking-ugly 1, 0
/" 4. Likes to play with other

/ i kids-doesn't like to
Play with other kids 1, 0
5. Likes to have own things-
likes to have other kids

things ' 1, 0
6. Good-had. 1, 0
| 7. Likes to talk a lot-doesn't
like to talk a lot 1, 0
. 8, Smart-stupid 1, 0

9. Scared of a lot of things-~

not scared of a lot of

things 1, 0
10, Scared of a lot of people-

not scared of a lot of

people ‘ 1, 0
11. Likes the way clothes look-

doesn't like the way

clothes look 1,
12. Strong-weak R P
13. Healthy-sick 1, 0

4. Likes the way (my) face
looks~doesn't like the .
way (my) face looks 1, 0

*Note: Score values parallel order in which adjectives areﬁpgpeente@i

r's

.

| ERIC

Full Tt Provided by ERIC.




Table 2

Means & Standard Deviations for Three Scmples on Six Self Concept Referents

Referent Sample Il Sample 112 Sample III3
Mean S.D. Mean S.D. Mean S.D.
Self I
(Self as subject) 10,53  2.96 12.09 2.26 12.67 1.40
Mother 11.06 3.77 11.24 2,47 12,89 1.67
Teacher 10.59 3.37 11.71  3.u5 15.03 1.59
Peers 11.06 3.34 11.24  3.19 12.08 2.83
Self II 10.76 3,43 11.95 2.6l 12.86 1.68
Self as Chject ' 32.71 9.8%  34.19 8.58  38.00 5.26
lSample I (N=17) Lower SES Negro children in prekindergrrten
enrichment program
2Sample II (N = 23) Lower SES Negro children in day care center
3Sample III (N = 36) Upper-middle SES white Jewish children in

nursery school

Combined mother, teacher, and peers referent score

ERIC

Full Tt Provided by ERIC.
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Table 3

Results of t~Test Comparisons Between

Three Samples on Five Self Concept Referents

Referent Comparison

¢

E A

’ P B B
Self as Subject n.s. < .01 n.s.
Mother N.S. n.s. n.S.
Teacher n.S. .. 01 n.s.l
Peers n.S. n.s. n.s.
Self as Object n.s. <.05 n.s.2

¥Note: Subscripts designate samples as
identified in Table 2
1

P <.10

% %05 p £.10

Table 4

On_the "Self as Subject" and "Self as Obiect®™ Referent Score

Group Self as Subjectl Self as O}Qject2
X 8.0, X X S.D. X
Negro 11.39 2.63 38 33.26 8.98 38
White 12.67 1.40 36 38.00 5.26 36
1 . )
Negro vs. white = 2,63, d.f. = 72, p..01
2

1:Negx-o vs. white = 2.79, d.f. = 72, p< .01
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Table &

Item Freguencies on Fourteen Jescoriptive Pairs

Comprising the “Self as Subiect' Referent for Negro and White Ss

Item Negro White :i
{(§=38} {N=36} E
r o= r o= B* i
1. happy g

-sad 29 9 36 O <01

2. clean

~dirty . 31 7 28 8 n,.s,
3. goocd looking i

| ~ugly 32 6 33 3 N.S.

4, likes to play with other kids !
-doesn't like to play with ‘
other kids 35 3 33 3 NeSe

5. 1likes to have own things
~likes to have other kids'®

things 28 10 28 8 N.S.
6. good
~bad 34 4 34 2 NeSe

7. likes to talk a lot ]

. ~doesn’t like to talk a lot 22 16 27 9  n.s. |
t
| 8. smart '
~-stupid 32 & 36 € <05
9. scared of a lot of things (
-not scared of a lot of things 29 @ 32 4 N.S.
10. scared of a lot of people
-not scared of a lot of people 31 7 32 & N.Sa

11. 1ikes the way his clothes look ¢
-doesn®t like the way his

. | clothes look 33 5 33 3 N.S. %
12. strong i

-weak 34 4 35 1 NeSa 1

3 13. healthy j
2 ~-sick 33 7 3% 1 205 ‘

14, 1likes the way his face looks
-doesn't like the way his face
looks 30

Q

3 0 01

* Two-tailed probabilities determined by Exact test




Table 6

i Item Frequencies on Fourteen Descriptive Pairs

Comprising the "Teacher” Referznt for Negro and White Ss

? Item Negro White
- (N=38) {(1i=36)
i <. ) 4 - o
- - - = E
; 1. happy
! -sad 30 8 35 1 < »025
2. clean
-dirty 3. 7 31 5 n.s.
g 3. gecod lookin
] -ugly 32 6 32 o N.S.
; |
g . 4. 1likes to play with other kids
i -doesn’t lil'e to play with
| other kids 32 6 33 3 n.s.
5. 1likes to have own things
-likes to have other kids’
i things 26 10 32 4L N~S.
% 6. good
-bad 32 6 3% 2 .S.
i‘ 7. 1likes o talk a lot
* -doesn't like to talk a lot 23 15 29 7 >,.OS<;10
8. smart
. -ctupid 32 6 35 1 >.05419

g

9. scared cf a lot of things
-not scared cf a lot cof things 26 10

10. scared of a lot of people
-not scared of a lot of people 32 6

11. 1likes the way his clothes liok

~deesn’t like the way his clothes

Jook 31 7
12. strong

~-weak 35 3
nealithy

-sicx 50 8
14, 1likes the way his fwoe .- 9Ks

. ~doesn't like the way hiz face
locis 30 8

T P i et SN EP AT S rnm TN e
- . v
| o
.

33 3 ».05410

36 O £ .05
N

35 1 >,05<910
35 1 N.S.

3B 23,0510

36 0 01

* Two-tailled probabilities determined by Exact test
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Table 7

Test-Retest Reliabilitv Coefficients

Among Four-Year-0ld Negro and White Children

On_the "Self as Subject™ Referent

Retest
Group Reliability
L N
Negro o 7L 38
White .76 36
Tahle 8

Intercorrelations Between Self Concept Referents
B il
{Including "Self as Object® Score} in Sample I {Negro, N=17)}

Referent
O & 3 ;5
(1) self as subject {self I) 1.60 .87 74 .83 .89
{2) mother .00 .73 .80 .94
(3) teacher 1.00 .84 .91
() peers 1.00 .97
(5) self as ohject 1,00

JVatlues of r significant at p .05 and <.03.

N-1 =16, ¥ g = M7, ¥ o = .59

*Since the "Self as Objiect" score is Formed by swming across
the mother, teacher, and peer referent scores, all values of
r veported in Tables 8, 9, and 10 between the separate scores
included in the composite and the overall “object™ score have

been adjusted for redundancy by use of part-whole correlations.




Table 9

Intercorrelations Between Self Concept Referents
*
(Including *Self as Object” Score) in Sample II (Negie, N=21)l

Referent
m @ & MW G
(1) self as subject (self I) 1.00 .65 .52 .u6 .57
(2) mother 1.00 .73 .78 .87
(3) teacher 1.00 .94  ,96
(W) peers 1.00 .97
(5) self as object 1.00

lValues of r significant at p .05 and< .0l
N-1 = 20, T g .42,-1'.0l = 54

*See note Table 8

Table 10

Intercorrelations Between Self Concept Referents
%
(Including "Self as Object™ Score) in Sample III (White, N=361;

Referent
m @ & w6
(1) self as subject (self I) i.00 .79 .65 .43 .68
_{(2) __mother 1.00 .76 .47 .80
(3) teacher 1,00 .64 .89
(W) peers 1.00 .88
(5) self as object 1..00

1
“Values of r significant at p«{.05 and { .01l
N-1 = 35, roog .33, r.Dl = U2

*
See note Table 8
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Figure 1

%
Chi2 Analysis of "Self" Referent Score Distribution by Racial Group

“ve- (Average score over two "self as subject” referents)

Group Range Range Range Total
e 0-9.5 9.6-12.5 12.6-14,0

Negro 7 17 14 38
(4.11) (14.89) (19.00)

White 1 12 23 36
(3.89) (14.11) (18.00)

Total 8 29 37 [74]

Figure 2

%
Chi2 Analysis of "Teacher" Referent Score Distribution by Racial Group

{Score on "teacher" referent)

Group Range Range Range Total
0-9.5 9.6-12.5 -12.6-14.0
Negro 8 10 ' 20 38
(4.62) (8.73) (24.65)
White 1 7 28 36
(4.38) (8.27) (23.35)
Total 9 17 4us {74

*Note: Entries in parentheses are expected frequencies.




