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CHAPTER I 

INTRODUCTION 

The self-concept has increasingly come to the fore

front in recent years as a phenomenon to be reckoned with and 

an area to be researched. The increasing emphasis on the 

affective domain, coupled with the move toward humanistic 

treatment and education, has precipitated this entity into 

prominence. Many special educators believe that procedures 

in teaching which develop or enhance the self-concept are 

crucially related to academic performance, social 

development, and future life success. 

The self-concept is an organized set of beliefs one 

has about himself. These beliefs are acquired and modified 

through the individual's various experiences. If the 

person believes that he is good looking and friendly, then 

his behavior will reflect these attitudes. Conversely, 

if the individual sees himself as unsuccessful and 

unattractive, his behavior will be affected accordingly. 

There is a distinction between the self and the 

self-concept. The self is who one actually is; the self-

concept is what one thinks he is (Yamamoto, 1975, p.11). 

Allport (1961, p.Ill) added that one is aware of the self, 

but that he is not sure exactly of what he is aware. The 

importance of the self-concept cannot be under-rated. 
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Combs and Snygg (1959, pp.145-146) described the self-

concept as the individual's central core which provides 

the frame of reference for all interactions. The views 

one holds of himself are a result of his experiences with 

others (Baughman and Welsh, 1962, p.344). 

In 1934 Mead (pp.135-226) described the social self 

as an object of awareness. Through being treated as an 

object and treating others as objects, one develops 

attitudes and feelings about himself. He responds to 

himself as others respond to him. Following Mead's 

concept of the self, Baughman and Welsh (1962, pp.346-348) 

stated that a child forms his self-concept by watching the 

reactions of others since he cannot observe himself 

directly. They also pointed out that each child has an 

ideal self—he has a conception of what he is and also 

what he should and would like to be. Since the self-

concept is formed from the reactions of others, the child 

also forms a concept of others—the generalized other. 

This is the child's view of how other people are as 

distinguished from himself. The self-concept and ideal 

self concept generally overlap, but do not exactly 

coincide. The child also sees a relationship between 

himself and others, but distinguishes between them. 

The self-concept of the mentally retarded, though, 

has been generally neglected. Zigler (1966) suggested 



that the retardate's low IQ is used to explain everything 

in his life, while neglecting social deprivation, failure 

and frustration over many years, even though failure is 

likely to occur to anyone who has had similar experiences. 

Statement of the Problem 

There is little good information on the role of the 

self-concept in the overall functioning of the mentally 

retarded. The information that does exist is generally 

inconclusive and limited to the mildly retarded. 

The purpose of this study was to determine if the 

self-concept is related to physical skills and abilities, 

and if the self-concept could be modified by an experimental 

physical education program. This study also determined if 

the program could produce concomitant changes in the areas 

of academic performance and social behavior, as measured 

by ratings of teachers and dormitory counselors. 

Theory 

Probably the most influential of the self-theorists 

is Rogers who described the self-concept as central to his 

theory of personality (1961, p.5). Hamachek (1971, p.54) 

listed three principal parts of the theory: the organism 

which is the total person, the phenomenal field which is 

the totality of experience, and the self which is a 

differentiated portion of the phenomenal field and consists 



of conscious perceptions and values of the "I" or "me." 

Rogers' (1959, pp.221-233) self-theory centers on 

several constructs. These constructs are: positive 

regard, self-regard, conditions of worth, incongruence 

between self and experience, discrepancies in behavior, 

and threat and defense. When one has an attitude such 

as warmth or respect for another, and it makes a positive 

difference in another's experiential field, it is positive 

regard. The experiential field is the same as the phenomenal 

field, which is the individual's frame of reference 

(Hall and Lindzey, 1970, p.528) and is known only to the 

individual (Rogers, 1959, p.210), The need for positive 

regard is reciprocal in that when one distinguishes himself 

as having satisfied another's need for positive regard, 

he satisfies his own need for it. In a similar manner, 

there is a need for self-regard. When one receives 

warroth or respect from another, it is referred to as 

positive self-regard. Both the need for positive regard 

and the need for self-regard are learned in infancy. 

Of further interest is the concept that both positive 

regard and self-regard experiences are communicated to the 

self-regard complex. The self-regard complex is the 

center from which the self-concept is organized (1959, 

pp.200, 209). Negative regard is recorded in the same way. 

When a child acts in an appropriate manner, his 



parents approve of his behavior. It is worthy of positive 

regard. Conversely, when a child acts inappropriately, 

his parents disapprove of his behavior. It is less 

worthy of positive regard. A condition of worth develops 

when the child feels that he is approved of in some ways, 

but not in others. As a result, he either likes or 

dislikes himself. Further, he will value an experience 

in a positive or negative way because of the conditions 

of worth imposed on him (1959, p.209). 

A sequel to the conditions of worth is the incongruence 

between self and experience. Those experiences which are 

in agreement with the individual's condition of worth are 

symbolized in awareness or consciousness, but the 

experiences which are inconsistent are denied or distorted 

to awareness. This is a natural development in childhood; 

a process which preserves the developed conditions of worth. 

As a result, there is a discrepancy in behavior. Some of the 

individual's behavior is consistent with his self-concept, 

while other behaviors maintain and enhance those aspects 

of experience which are not part of the self. These 

behaviors are distorted so as to be congruent with the 

self. 

The individual unconsciously defends his developed 

self-concept from experiences which are unacceptable to 

his conditions of worth. He will again deny or distort 
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the experience in such a manner so as to keep the experience 

consistent with the self. Even so, Rogers did not view the 

individual as static; rather, he regarded his behavior as 

changing in accordance with his self-concept (1959, p.189). 

Rogers saw the individual as having both a real and 

ideal self, measured by Q-sort techniques (1951, pp.140-141) 

The way in which the person sees himself at the present 

time is the real self, and how he would like to be is 

the ideal self (Hall and Lindzey, 1970, p.539). 

Correlates of the Self-Concept with the Nonretarded 

Coopersmith (1967) concluded that the three basic 

conditions for the development of adequate self-esteem 

are: total acceptance of the child by the parents, 

parentally defined and enforced limits, and respect for 

individual action within limits (p.236). 

Ringness (1965) used the California Test of 

Personality, the Rotter Sentence Completion Blank, and A 

Self Test with 30 academically successful and 30 

academically nonsuccessful bright boys. The results of the. 

self-concept measure were not significant; however, the 

California Test of Personality sub-score for Sense of 

Personal Worth was significantly different for the two 

groups. 

In a British study Zahran (1967) used 11 various 



measures, including the Abstraction Test of Intelligence, 

Sentence Completion Test, Self Rating Q-Sort, personality 

and sociometric instruments along with academic achievement 

to determine the differences between three groups 

(Positive Self-Concept, Normal Control, and Negative 

Self-Concept). Among the significant differences found 

between the two extreme groups were school adjustment, 

social adjustment, and academic achievement. The Positive 

group also scored the highest and the Negative group the 

lowest on the academic achievement variable. He concluded 

that the major factors related to the self-concept are 

self-esteem, self-acceptance, acceptance of and by others, 

self-sufficiency, and academic capability. 

Fink (1962) studied twenty matched pairs of boys and 

twenty-four pairs of girls to determine the relationship 

of the self-concept to academic achievement. The IQ's 

of the youngsters fell within the normal range. He used 

the California Psychological Inventory, Bender Visual-

Motor Gestalt Test, and Draw-a-Person Test along with 

adjective checklists completed by both the students and 

the teachers, a personal data sheet, and a short essay 

describing the self twenty years hence. Three judges 

classified the self-concept into two categories, 

adequate and inadequate; and achievement into two 

categories, high and low. The results indicated a 
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significant relationship between self-concept and school 

achievement for the boys and a trend in the same direction 

for the girls. 

Changes in the Self-Concept with the Nonretarded 

Engel (1959), in a two year longitudinal study with 

eighth and tenth graders, found the self-concept to be 

relatively stable. She used a Q-sort of 50 positive and 

50 negative statements with eleven categories, along with 

peer and teacher ratings. In a six year longitudinal 

study, Carlson (1965) , using a questionnaire and a modified 

form of Kelly's Construct Repertory Test, studied 49 

students while they were in the sixth grade and again in the 

twelfth grade. His findings confirmed Engel's. 

Even though the self-concept is a relatively stable 

dimension of the self, it can be modified. Collingwood 

(1972) demonstrated significant gains in self-concept 

along with improved behavior for 50 rehabilitation clients. 

He used jogging, calisthenics, and agility drills with the 

experimental group one hour per day for 20 days. The 

measurements included the step-test, situps and pushups, 

an overall fitness test. Bills' Index of Adjustment and 

Values, and rehabilitation counselor's ratings. The 

experimental group demonstrated "greater positive changes" 

in Present Self-Concept and Self-Acceptance subtests of 

Bills' Index of Adjustment and Values. Collingwood's 



study is limited in that he did not state the reason 

the people were being rehabilitated. The counselors also 

knew who was in the experimental group and the control 

group. 

Ludwig and Maehr (1967) conducted a study with normal 

seventh and eighth grade boys to determine if approving 

reaction or disapproving reaction to simple physical tasks 

(e.g., dribbling a basketball, walking a straight line, 

etc.) would change self-regard, generalize to other areas, 

and result in behavioral preference changes. Utilizing an 

approval, disapproval, and control group, an "expert" 

told the approval subjects individually how well they were 

developing, and the disapproval subjects that they needed 

improvement in some areas. The control group remained in 

the regular physical education program. The measuring 

instruments consisted of a self-rating on the Maehr-Hass 

Physical Self Test in the areas of body coordination, 

general athletic skill, and general physical fitness; a 

semantic differential measure for the general self-concept; 

and a Behavioral Choice Questionnaire to determine 

preference for physical or nonphysical activities. All of 

the measures were scored on a 9-point scale. Following 

a pretest and three posttests (immediate, one week and three 

weeks later), the results indicated that the approval group 

increased in self-regard, whereas the disapproval group 
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decreased. In both cases changes were immediate and 

diminished over time. 

Vldebeck C196Q) demonstrated that appraisal from 

others influences one's self-concept. Using 30 superior 

speech students Capparently college level), he had an 

"expert" either positively or negatively evaluate their 

performance. He used a 9-point scale with 24 items. The 

results indicated that 87% of the approval group increased 

their self-ratings, while 93% of the disapproval group 

decreased their self-ratings. The disapproval mean score 

was 2.5 times greater than the approval mean score. However, 

there was no follow-through in the study to the relationship 

of changes in other areas. 

Correlates of the Self-Concept with the Retarded 

Several studies have indicated a positive relationship 

between IQ and self-concept. Collins, Burger, and Doherty 

(1970) compared 42 educable mentally retarded adolescents 

with 49 nonretarded adolescents on the Tennessee Self-

Concept Scale. They found that on the Self-Criticism, 

Identity, Moral-Ethical Self, and Social Self scales, the 

educable mental retardates had significantly lower self-

perceptions than the nonretarded subjects. They also 

noted that the retarded, as a group, have negative 

self-concepts. 
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Gorlow, Butler, and Guthrie (1963) used the Laurelton 

Self-Attitude Scale, the Social Value-Need Scale, and the 

Hostility Scale in a study with 184 institutionalized 

females. The IQ ranged from 50 to 80. Their analyses 

indicated a significant positive relationship between 

the self-concept measures and IQ. 

In a similar manner, Meyerowitz (1962) found a 

significant positive relationship between level of ability 

and self-concept. His study compared 120 mildly retarded 

first graders (IQ 60-85), one-half of which were in 

self-contained special classes and the other half integrated 

with regular first graders. He also had a criterion group 

of normal first graders. He used the Illinois Index of 

Self-Derogation at the end of the first grade. Both groups 

of retardates fell below the criterion group, and the 

self-contained classes were lower than the integrated ones, 

McGarvie (1971) found high correlations between IQ 

and self-scores on the Index of Adjustment and Values with 

50 high school educable retardates. He found no 

relationships between self-concept and age when placed in 

special classes or the length of time in special classes. 

Other researchers have not found a relationship between 

IQ and self-concept. Knight (1968) used Nardine's Revision 

of Sears' Self-Esteem Inventory with three groups of 

educable mentally retarded youngsters (IQ 50-75). He found 



12 

no relationship between IQ and the positiveness of 

expressed self-concepts in any of the groups. 

Mayer (1966) used "two measures of self-concepts," 

a sociometric scale, and a rating of socio-economic 

status, with 98 junior high school mentally retarded 

students to determine the relationship between time of 

placement in special classes and self-concept. His findings 

indicated that the self-concept of the mentally retarded 

did not differ significantly from that of normal children. 

Ringness (1961) used an eight item scale to assess 

success in arithmetic, English, spelling and writing, 

acceptance by peers, acceptance by adults, success in 

sports, leadership, and intelligence. His study compared 

three groups: (a) low IQ, 56-81, (b) average IQ, 90-110, 

and (c) high IQ, 120-146. He concluded that IQ is 

positively related to self-concept. He also stated that 

the low IQ youngsters rated themselves higher than the 

average group on the scale. The author pointed out that 

the low IQ group was in a self-contained classroom which 

was supportive of the youngsters, and may account for their 

over-estimations of success. 

Changes in Self-Concept with the Retarded 

Corder (1969) studied 30 mentally retarded girls 

(IQ 50-80) to determine if a physical education program 
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would effect certain physiological and psychological 

characteristics. He used the Wechsler Intelligence Scale 

for Children, Children's Self-Concept Scale, Crampton's 

Blood Ptosis and Gallagher-Brouha Test for Girls, Lange's 

Standardized Skinfold, AAHPER Youth Fitness Test, and 

weight changes. The experimental group participated in 

the program one hour per day five times per week for 30 

days. The control group had quiet activities. 

The results indicated that the experimental group 

demonstrated significant improvement in self-concept, along 

with a greater loss of subcutaneous fat and gains in five 

of the seven physical fitness tests. 

Not all studies demonstrate changes in the self-

concept. Keith (1973) attempted to find a relationship 

between swimming and self-concept, and between swimming 

and motor fitness skills in the educable mentally retarded. 

He indicated that the self-concept as measured by the Tenn

essee Self-Concept Scale was not significantly changed, but 

that there was a significant improvement in motor fitness. 

Real Self and Ideal Self 

0 The variance between a self-concept score which 

indicates an "I am" position and a score which indicates 

an "I would like to be" position is termed the self-concept 

disparity score. The greater the disparity score is, the 
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greater is the chance of the individual being maladjusted. 

(Rogers, 1951, pp.140-142). 

A comparative study was conducted by Zigler, Balla, 

and Watson (1972) between institutionalized and 

non-institutionalized mildly retarded and normal children 

concerning self-image disparity. The study involved 

118 boys with mean ages of 9.83 to 16.24 split into six 

groups; institutionalized retarded, younger normal, and 

older normal; and non-institutionalized retarded, younger 

normal, and older normal. Two self-image disparity 

measures were used. The first consisted of a 20 

statement questionnaire with six alternatives; the second 

was an adjective checklist with two alternatives. Each 

instrument had 10 positive and 10 negative possibilities. 

The results indicated that the institutionalized 

children in general had a significantly lower real 

self-image, while the non-institutionalized had a signifi

cantly higher ideal self-image. The mentally retarded had 

significantly lower disparity scores, but also had a 

significantly lower ideal self-image along with a higher 

real self-image which indicated that the lower self-image 

disparity scores were not due to an inflated self-image, 

but rather to a lowering of goals and aspirations. 

In contrast, McAfee and Cleland (1965) compared 30 

adjusted and 30 maladjusted institutionalized educable 
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mentally retarded males using the Adapted Bills' Index 

to ascertain their real and ideal self-images. The 

Index requires a yes or no response to 49 statements. The 

statements for the real self start with "I am," whereas 

tlie statements for the ideal self start with "I would 

like to be." 

The results of an analysis of variance indicated no 

significant differences between the discrepancy scores of 

either group. To ascertain the reason for the lack of 

significance, they conducted t_ tests to compare the 

difference between the mean scores of the ideal self and 

real self for each group. The t tests were significant 

for both groups which indicated that the discrepancy 

between the real and ideal self was not sufficient to 

distinguish the two groups. The implication is that 

retardates do not emulate their own peers, but rather 

use their normal peers. In essence they are trying to 

approach an ideal which is generally unapproachable. 

The above studies present conflicting evidence to the 

meaning of self-concept disparity. Although it is not 

clear what the function of the disparity is, it seems 

important to include the concept of disparity in studies 

of the self-concept. This approach will help develop a 

more stable base for real and ideal self disparity studies. 
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Aspiration 

Inasmuch as concepts of self appear to have implications 

for that to which one aspires (Nelson, 196 3), the literature 

was examined for relevant studies involving aspiration. 

Several studies were conducted in the late 1950's and 

early 1960's which were concerned with various aspects 

of aspiration. 

Blaclanan and Kahn (1963) compared 48 educable mental 

retardates with 48 high school seniors of approximately 

the same age to determine aspirational shifts due to 

success and failure. The test material consisted of 

mimeographed forms of randomly distributed alphabetic 

characters. Each subject was allowed 35 seconds to cross 

out as many "E's" as he could. The examiner allov/ed each 

subject to cross out 36 on the first trial, and then asked 

how many he thought he could cross out the second time. 

On the second trial, depending on success or failure 

conditions, he was allowed to cross out either six more or 

six less than his estimate through experimenter controlled 

scoring. The results indicated that both the retardates 

and normals altered their aspirational goals in the direction 

of the success or failure condition. In other words, their 

aspirational levels were affected by their success or 

failure experiences. 
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In 1959 Kausler conducted a study with three 

different groups of college students (n=118) to determine 

if their level of aspiration would effect their performance 

on a simple arithmetic test. The control group was given 

the timed test of 50 problems. The first experimental 

group was given the same test, and asked to record how 

many problems they expected to complete. The second 

experimental group was told that they must complete at 

least 23 problems (the mean number completed by the first 

experimental group) to get credit for the test, before 

being asked to record the number they expected to complete 

correctly. The results indicated that expressing an 

aspiration level served to significantly increase performance 

on the task. 

Byers (1962) categorized 111 eleventh grade history 

students into success and failure groups on the basis of 

their past academic records. Each student was asked to set 

a goal in the form of a grade for the next grading period. 

A discrepancy score was determined by finding the difference 

between the actual grade received and the goal grade. The 

results indicated that past academic success was associated 

with realistic goal setting, and past failure was associated 

with unrealistic goal setting. Success on immediate tasks 

was associated with realistic goal setting, and failure on 

immediate tasks was associated with unrealistic goal setting. 
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The subjects' goal setting patterns were more closely 

associated with current, rather than past, experiences. 

In contrast to the other studies. Red, McCary, and 

Johnson (1961) used an adaptation of Cassell's Level of 

Aspiration Test, the Otis Quick Scoring Mental Ability—Gamma, 

and Revised Beta with 101 college freshmen to determine the 

relationship between aspirational levels and academic 

achievement. The results of this study indicated that 

there was little relationship between the aspirational 

measures and achievement. 

Rationale 

Self-theory considers the self-concept to be of prime 

importance for optimal functioning in the various areas 

of life. Self-theory has stimulated a considerable 

quantity of research in an attempt to identify the 

antecedents and correlates of the self-concept in average 

children (Coopersmith, 1967; Rosenberg, 1965). The 

empirical evidence generally supports the view that the 

self-concept is an important variable in the study of 

human behavior, but the evidence is conflicting regarding 

its modifiability, and its role in relation to behavior 

change. These issues are especially important when 

considering special subgroups of the population such as 

retarded persons. A number of studies suggest that the 
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mentally retarded have lower self-estimates. This in 

turn may lead to more pronounced learning and performance 

deficits than would normally be expected on the basis of 

academic and performance abilities alone. 

Present Study 

The present study focused upon the role of the self-

concept in the behavior of the moderately retarded. In a 

longitudinal design, the relationship between changes in 

the self-concept and changes in a number of other behaviors 

was determined. First, the degree to which the self-concept 

could be modified through a program designed to improve 

functioning in one area of life (physical and sport skills) 

was assessed. Data on functioning in other life areas 

(academic and social) were also obtained. The degree to 

which the experimental program influenced behavior in 

each of these areas provided evidence not only on the 

modifiability of the self-concept in retarded persons, 

but also the degree to which it influences or is influenced 

by successive changes occurring in other behaviors. 

Statement of Hypotheses 

The purpose of this study was to determine if an 

experimental physical education program would affect 

retarded children's self-concept in various areas. The 

following hypotheses were tested: 
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1. The experimental groups will demonstrate significant 

improvement over the control groups in physical skills as 

measured by physical tests. 

2. The experimental groups will demonstrate 

significant improvement over the control groups in self-

concept as measured by the self-concept instruments. 

3. The experimental groups will demonstrate 

significant improvement over the control groups in academic 

performance as measured by teacher and dormitory counselor 

ratings. 

4. The experimental groups will demonstrate significant 

improvement over the control groups in social behavior in 

the school setting as measured by teacher ratings. 

5. The experimental groups will demonstrate 

significant improvement over the control groups in social 

behavior in the dormitory setting as measured by dormitory 

counselor ratings. 



CHAPTER II 

METHOD 

Respondents 

Data were obtained from 36 male residents of the 

Lubbock State School for the Mentally Retarded. The 

respondents had been previously assigned by the school to 
2 

four different physical education classes, based upon IQ 

and physical ability. 

Measures 

Measure 1. The Primary Self-Concept Inventory a 20 

item nonverbal test developed by Muller and Leonetti (1974), 

was designed to measure self-concept relevant to school 

success. The stability coefficient for the inventory is 

.61 and the internal consistency is .55 (Bell, Orr, 

Baumgarner, and Morris, Note 1). 

Measure 2. Bell et al. (Note 1) selected 20 of the 

80 items on the Piers-Harris Children's Self-Concept Scale 

by choosing five items from each of four major factors: 

Behavior; Intellectual and School Status; Physical 

Appearance and Attributes; and Anxiety. An effort was made 

to select items suitable for use with the moderately 

21 
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retarded. Items were administered orally, and required a 

yes or no response from the respondent. The stability 

coefficient for the adapted Piers-Harris is .67 and the 

internal consistency is .70. 

Measure 3. The School Attitude Scale was developed by 

Bell et al. (Note 1) to determine the attitudes of the 

respondents toward school, peers, teachers, and physical 

education. The seven questions require a yes or no response 

The stability coefficient for this scale is .53. 

Measure 4. Bell et al. (note 1) developed an Activity 

Preference Scale to determine preferences for active versus 

passive activities, and also for individual versus group 

activity preferences. Eight pairs of drawings were 

presented and the respondent was asked to select the one 

in each case which he would like to do the most. The 

stability coefficient for the four active versus passive 

items is .62 and for the four individual versus group 

activity items is .60. 

Measure 5. The purpose of this measure was to 

determine the ideal self-concept. The adapted Piers-Harris 

was selected for this since it was previously given. The 

ideal self-concept was determined by asking the respondent, 

"Do you want to be...?" rather than "Are you...?" 



23 

Scoring was done the same way as in Measure 2. The 

difference between the real self-concept score from Measure 

2 and the ideal self-concept score (ideal self minus 

real self) yielded the self-concept disparity score 

(see Appendix A for psychological measures), 

Measures 6 and 7, Rating-scale forms were developed 

to obtain evaluations of the respondents by their classroom 

teachers and dormitory counselors. The classroom teacher 

and dormitory counselor forms were the same, and dealt with 

areas of academic performance, social behavior, and self-

concept. On each form the evaluator was asked to compare 

the respondent with all other individuals of the same age, 

and also to compare him to the way he was three months 

prior to the evaluation (Appendix C), 

Physical measures. The physical measures used in the 

study were designed to test the individual's physiological 

functioning, perceptual motor planning, motor performance, 

and basic movement pattern abilities. All of these aspects 

of motor behavior have been found important in the 

development of the individual. Of the following measures, 

the first one was developed by the American Association for 

Health, Physical Education, and Recreation (1968), The 

remainder of the measures was taken from Beter and Cragin 

(1972): 
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1, Physical fitness: five items from the Kennedy 

AAHPER Special Physical Fitness Test 

2, Cardiovascular efficiency; Modified Harvard 

Step-Test 

3, Agility; Quadrant Jump 

4, Balance: Nelson Balance Test 

5, Kinesthetic Perception: Horizontal and Vertical 

Linear Space 

6, Body-image; Body-Image Test 

7, Laterality; Test for Laterality and Midline 

8, Directionality: Beter-Cragin Bean Bag Test 

for Directionality (see Appendix D for physical measures) 

Procedures 

Control program. The control program consisted of the 

regular physical education program at Lubbock State School. 

The emphasis of the program was on competitive sport type 

activities such as basketball, football, and volleyball. 

Effort was also made in the area of strength training. 

The physical education program was conducted one hour 

daily (Appendix E), 

Experimental program. The experimental technique 

was developed by Kozar (Note 2) to use with mentally retarded 

children in a perceptual-motor, movement exploration 

training program. The primary objectives of the program 



25 

were to assist each child in acquiring efficient movements, 

to enhance sensory functioning, to develop a positive 

self-image, and to provide each child with success experiences 

The program concentrated on balance skills, locomotor 

skills, hand-eye and foot-eye coordination, body and space 

awareness, and self-image. 

The activities used in the experimental program 

consisted of various ways of walking, running, leaping, 

jumping, hopping, skipping, galloping, sliding, catching 

and kicking, along with swimming pool games. Activities 

also included songs and games to teach body parts and 

directionality. In no cases were the physical measures 

used as learning activities (Appendix E). 

The experimental procedures were conducted one hour 

per day from November, 1975 through May, 1976. The 

control groups participated in the regular physical 

education program. 

Design of the study. The study used a pretest and 

posttest design. The psychological pretesting was conducted 

during the last week of October, 197 5 and the first week of 

November, 1975. Posttesting took place during the first 

two weeks of May, 1976. Pretesting for the physical 

measures was conducted during the last two weeks of October, 

1975 and the first two weeks of November, 1975. Posttesting 
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took place the last two weeks of April, 1976 and the 

first two weeks of May, 1976. The study involved two 

groups, one experimental and one control. The classes were 

randomly assigned to each of the two conditions. 

Testing procedures. The students were taken from 

their classrooms to a private room for individual testing. 

The entire battery took approximately 15 minutes. The 

examiner was not aware of the condition to which respondents 

had been assigned. The following was the order of 

administration (Appendix B): 

1. Primary Self-Concept Inventory 

2. Adapted Piers-Harris Children's Self Concept Scale 

3. School Attitude Scale 

4. Activity Preference Scale 

5. Piers-Harris for the ideal self 

Procedures for physical testing. The physical 

activities were conducted at various teaching stations 

including the gymnasium, weight room of the gymnasium, 

swimming pool, dormitories, and out-of-doors. The 

experimental and control groups were separated, but did share 

the gymnasium less than 20% of the time. The major testing 

procedures were conducted individually with pretests and 

posttests given at approximately the same time as the 

self-concept measures. However, the physical measures took 
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appiroximately one month to administer. 

Definitions of terms. 

In this study the following definitions of terms 

were used: 

1. Self-esteem: a personal judgment of worth as 

expressed in attitudes one holds toward himself 

(Coopersmith, 1967, p.5), 

2, Self-concept: "an abstraction that an individual 

develops about the attributes, capacities, objects and 

activities which he possesses and pursues" 

(Coopersmith, 1967, p,20). 

Limitations 

This study was limited in the following ways: 

1. Due to scheduling conflicts and preassignment to 

groups by Lubbock State School, all groups had to 

participate (during the first semester) in nighttime 

activities in which they m.ay not have been as alert as 

would normally be expected. However, all groups participated 

in daytime classes during the second semester. 

2. The resignation of one physical education teacher 

at the end of the first semester resulted in changes in 

the original class assignments. Although there was a 

larger number of classes, the experimental and control 

subjects remained in separate groups, 

3. Subjects were originally assigned to classes by 
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Lubbock State School staff on the basis of IQ and ability. 

At the beginning of the second semester, the subjects 

were reassigned by Lubbock State School staff on the basis 

of scheduling convenience. 

4. One of the physical education teachers used some 

of the activities from the experimental program with the 

control group. 

5. Part of the control group received minimal 

experimental programming for four class periods due to a 

class mix-up during the first week of the program. 

6. Six of the respondents were so severely retarded 

that they could not respond to the psychological measures 

requiring a verbal response. 

7. The deaf respondents could not respond to the 

psychological measures and some of the physical measures as 

interpreted by their classroom and physical education 

teachers. 

8. The respondents were assigned to physical education 

classes by Lubbock State School. They were not randomly 

assigned. However, the intact classes were randomly assigned 

to experimental and control conditions. 

9. There was imperfect control of the experiences of 

the control group during physical education sessions, and of 

physical education-related experiences of all subjects 

outside of the physical education classes. 
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10. Due to scheduling conflicts at the Lubbock 

State School, only boys were available 

for the study. 



CHAPTER III 

RESULTS 

Group Characteristics 

The experimental and control groups were comparable 

in length of residence at the Lubbock State School, in 

ethnic background, and chronological age. However, there 

were significant differences in IQ (F=22.0, df=l/32, £=.001) 

The characteristics of the experimental and control groups 

are summarized in Table 1. The reader is directed to 

Appendix G for complete analysis of variance tables. 

Psychological Measures 

Internal consistency reliability coefficients for 

the measures were computed for the entire sample using 

Hoyt's method (Guilford, 1954). Coefficients reached 

acceptable levels for the Primary Self-Concept Inventory, 

Piers-Harris Children's Self-Concept Scale, and the 

Piers-Harris for the ideal self (Table 2). Reliability 

was quite low for the School Attitude Scale, although this 

was due in part to the fewer number of items on this scale. 

Using the Spearman-Brown formula (Guilford, 1954), an 

adjustment for item length to make the number of items 

comparable to the other measures (20) produced a coefficient 

30 



IQ 
!!ange 
X 
SD 

CAa -Range 
X 
SD 

Months at 
State School 
Range 
X 
SD 

Cultural Background 
Anglo 
Black 
Mexican-American 

aAge is in months. 

Table 1 

Group Characteristics 

Experimental 

24-68 
43,75 
10,08 

91-207 
149,4 

32,65 

10-77 
50.95 
21.19 

n=ll 
n=5 
n=4 

Control 

15-45 
33.44 

8.98 

84-212 
165.88 

31,39 

22-76 
53.81 
17.06 

n=ll 
n=3 
n=2 

w ..... 

~ 



Table 2 

Psychological Measures Pretest Characteristics 

x SD 

Primary Self-Concept 11,53 3,83 

Piers-Harris 
Children's Self-
Concept Scale 14,69 3,48 

School Attitude 5,05 1.20 

Activity Preference 
GA vs GP 1,09 ,82 
GA vs IA 1,79 1,20 

P-iers-Harris 
Ideal Self 16,03 4,31 

*Too few items to obtain reliability coefficient • 

Reliability 
Coefficient 

.77 

.79 

* 

* 
* 

.89 

w 
1\.) 

4 
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Of .43. 

Table 3 presents the relationships between the 

psychological measures and IQ, age, and number of months of 

residence at the state school. All measures except the 

School Attitude Scale were significantly and positively 

related to IQ. There was also a significant relationship 

between length of residence at the Lubbock State School and 

the Group-Active versus Group-Passive subscale of the Activity 

Preference Scale, indicating that those with longer residence 

tended to choose active over passive situations. Age was 

not significantly related to any of the measures. 

Correlations between the measures are presented in 

Table 4. The table includes both zero-order correlations 

and coefficients modified by partialling out variance 

due to IQ, age, and time in the Lubbock State School. If 

the Primary Self-Concept, the Piers-Harris, and the ideal 

self measures are assessing general self-concept, positive 

relations would be expected between these measures. It 

might also be anticipated that the self-concept would be 

positively related to the school attitude measure. The 

obtained relationships generally support these expectations, 

although the Primary Self-Concept was not significantly 

related to the other three scales. 

There were also significant relationships between 

the Activity Preference Scale and the Piers-Harris. The 



Primary 

Piers-Harris 

School Attitude 

Table 3 

Correlations of Total Scores with IQ, Age, 

and Length of Residence at Lubbock State School 

IQ Age 

.39** .18 
(47) (4 7) 

.50** -.03 
{36) (36) 

.25 .17 
(37) (37) 

Number of Months 
at 

State School 

.14 
(4 7) 

-.14 
(36) 

.06 
( 37) 

Activity Preference 
GA vs GP 

GA vs IA 

Piers-Harris 
Ideal Self 

*E. <.. 05 
**p <· 004 

.27* 
{45) 

-.02 
(47) 

.48** 
(37) 

-.08 -.26* 
(45) (45) 

-.17 -.06 
( 4 7) (47) 

.10 .01 
(37) (37) 

w 
~ 

4 



GA vs IA 

r -

Partial r -

Piers-Harris 
Ideal Self 

r -

Partial r -

*E_=.OS 
**E.<· 03 

***e<·oos 

-.25 
(30) 

.38** 
(30) 

-.07 
(30) 

-.28 -.15 
(27) (27) 

.76*** 
(30) 

.24 .71*** 
(27) (27) 

-.14 .41** 
(30) (30) 

-.09 .43* 
(27) (27) 

.59*** -.38** 
(30) (30) 

.53*** -.35 
(27) (27) 

-.04 
(30) 

-.02 
(27) 

w 
0'1 

4 
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correlations are negative due to the direction of scoring 

on the Activity Preference Scale, The direction of the 

relationship indicated that those who obtained more 

positive self-concept scores chose group-active 

rather than group^passive pictures more frequently. 

Finally, the relationship between the activity preference 

subscales indicated that those students who preferred 

group-active rather than group-passive pictures also chose 

group-active over individual-active representations. 

Pretest-Differences on Psychological Measures 

One-way analyses of variance were used to compare 

the experimental and control groups on the psychological 

measures at the time of the pretest. There was a significant 

difference between the groups only on the Piers-Harris 

Children's Self-Concept Scale (F=5.30, df=l/24,£<, 03). A 

subsequent analysis with IQ as a covariate eliminated 

this difference. 

Analyses of Change 

In order to assess change, difference scores were 

computed (posttest minus pretest) for each measure. The 

analyses of difference scores between the pretest and 

posttest were adjusted using IQ, age, and time at the 

state school as covariates. 

The experimental and control groups differed on only 
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one measure, the Group-Active verses Individual-Active 

subscale of the Activity Preference Scale CF=7.49,df=l/19, 

£=.01). The mean for the experimental group was -.55, and 

the mean for the control group was .58, indicating an 

increased preference for group over individual activities 

in the experimental group. 

Since there was a range of IQ scores within each 

group and since it was possible that there may have been 

an interaction with IQ, a new set of analyses was done 

with IQ and experimental condition as independent variables. 

Each group was divided at the median IQ which produced four 

groups: (a) experimental low IQ (X=36.6,n=10), (b) control 

low IQ (X=26.6,n=8), (c) experimental high IQ (X=50.9,n=10), 

and (d) control high IQ (X=40.2,n=8). The only significant 

effect involving experimental and control groups was an 

interaction of groups by IQ on the Ideal Self-Concept Scale. 

No significant differences were found between the 

experimental and control groups in self-concept and ideal 

self-concept disparity. 

Teacher and Dormitory Counselor Ratings 

For analyses purposes, two items concerned with 

academic progress—trends in reading and arithmetic—were 

treated independently. Items in each of the other three 

categories were summed to obtain total scores consisting 
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of four items concerning interpersonal relations, three 

items concerning social behavior, and four items concerning 

self-concept. Similarly, three totals were obtained for 

interpersonal change, social behavior change, and self-

concept change. 

Two different teachers and two different dormitory 

counselors rated each child so that there was a total of 

four ratings on each individual for both the pretest and 

the posttest. Since a variety of different teachers and 

dormitory counselors were involved in rating the entire 

group of students, it was difficult to obtain an adequate 

estimate of inter-rater reliability. It was possible, 

however, to obtain correlations for each category of 

teachers and dormitory counselors, assimiing this represented 

only four individual raters. 

Table 5 contains pretest correlations between these 

four categories of raters for each of the subtotal scores 

on the rating forms. Several factors probably contributed 

to the low correspondence between raters. One is the fact 

that each teacher and dormitory counselor actually 

represents a number of different teachers and counselors. 

In addition, as can be seen in Table 6, some of the items, 

particularly those dealing with change, had almost no 

variance over the students rated. 



T-2 .67*** 
( 45) 

D-1 .59*** 
( 4 3) 

D-2 .59*** 
(51) 

T-2 -.07 
(4 3) 

D-1 -.26* 
( 41) 

D-2 -.04 
(33) 

T-2 .004 
( 4 2) 

D-1 .23 
(39) 

D-2 .33** 
( 4 9) 

Social Behavior 

.44*** . 
(38) 

.42*** 
( 44) 

Social Behavior Change 

-.19 
(35) 

-.01 
(27) 

Self-Concept 

.28* 
(35) 

.09 
(43) 

.64*** 
( 43) 

-.01 
{29) 

.20 
{ 40) 

.c:. .-

~ 



T-2 

D-1 

D-2 

*E. .OS 
**E. .01 

***E.<· 009 

.11 
(42) 

.34* 
(39) 

.34*** 
(49) 

Self-Concept Change 

.28* 
(35) 

.09 
(43) 

Table 5, Continued 

.20 
(40) 

~ 

"' 

4 



Total 
Possible 

Teacher 1 
X 

SD -
Teacher 2 

X 
SD -

Dormitory 
Counselor 1 -

X 
SD -

Dormitory 
Counselor 2 

X 
SD 

Table 6 

Raters Means and Standard Deviations for Computed Totals 

Interpersonal Social Self-
Interpersonal Relations Social Behavior Self- Concept 

Relations Change Behavior Change Concept Change 

20 20 15 15 20 20 

10(52) 10.7(52) 9.2(52) 12.3(50) 14.7(48) 8.9(47) 
3.3 1.6 3.0 1.6 2.8 2.0 

10.2(46) 10.5(46) 8.4(45) 12.0(45) 15.8(46) 8.2(46) 
2.6 1.1 3.0 1.0 2.3 .98 

11.7(49) 10.1(46) 9.8(48) 11.7(44) 16.9(45) 8.1(43) 
2.7 .8 3.2 1.2 1.9 .5 

11.7(46) 10.3(30) 9.4(46) 11.5(30) 15.7(46) 8.2(30) 
2.9 1.5 2.9 1.2 1.9 • 8 

.a:. 
w 

4 
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Pretest Differences on the Rating Forms 

Table 7 presents the significant pretest differences 

between the experimental and control groups in the 

categories of reading, arithmetic, interpersonal relations, 

and interpersonal relations change. 

Analyses of change 

Difference scores were computed (posttest minus pretest) 

for the various rating categories. No significant differences, 

due to the experimental treatment, were found between the 

experimental and control groups. 

There was a significant effect in the area of social 

behavior change with one group of dormitory counselors; 

however, it was an interaction of groups by IQ (F=5.99, 

df-l/16,p<, 03) which indicated that the higher IQ students 

improved in behavior. There was also a significant effect 

with the classroom teachers* ratings in the category of 

reading change (F=6.30,df=l/25,p<. 02). However, the 

effect was with IQ which indicated that the brighter students 

improved in reading. 

Physical Measures 

Difference scores were computed (posttest minus pretest) 

to assess change for each measure. The experimental and 

control groups differed on three measures. The first 

significant difference was in agility as measured by the 
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Quadrant Jump. (F=5.03,df=l/32,£=.03). The second 

significant difference occurred in the Body Image Test 

with eyes open (F=8.07,df_=l/32,£=. 008) , and with eyes 

closed (F=8.28,d£=l/29,£=.007). The third significant 

difference was in the area of laterality on the Test for 

Laterality and Midline with eyes open (F=19.31,df=l/32,£=.001) 

and with eyes closed (F=10.42,df=l/29,£=.003). These 

changes give support to the hypothesized improvements in 

the area of physical skills. The group means are listed 

in Table 8. 

Relationship of Self-Concept to Physical Skills 

Correlations between the physical measures and age, 

IQ, and months of residence at the Lubbock State School are 

presented in Table 9, Only those correlations which were 

significant at £<.05 will be discussed. Age was positively 

related to the Sit-Up measure and the Modified Harvard 

Step Test. (The negative correlations resulted because the 

year of birth was used as the age factor,) IQ was positively 

related to the Softball Throw for Distance, the Sit-Up, the 

Standing Broad Jump, the Quadrant Jump, the Body-Image Test, 

the Test for Laterality and Midline, and the Beter-Cragin 

Bean Bag Test, The length of residence at the Lubbock 

State School was negatively related to the Shuttle Run and 

the Beter-Cragin Bean Bag Test, 



Table 8 

Significant Physical Measures Difference Means 

Experimental 

X 

Quadrant Jump 2,45 

Body Image Test 
Eyes Open 2,25 
Eyes Closed 1,94 

Test for Lateralit~ 
and Midline 

Eyes Open 4.1 
Eyes Closed 3,65 

Control 

X 

,5 

.38 

.13 

.125 

.06 

.c. 

.....,J 

~ 

~ 



Table 9 

Correlations of Physical Measures with Age, IQ, 

and Months at State School 

Months at 
Measure Age IQ State School Measure Age 

Softball -.21 .36** .17 Kinesthetic -.04 
Throw ( 49) (49) (49) Perception (53) 

Vertical 

Sit-Up -.36** .45*** .22 Kinesthetic .12 
(4 7) ( 4 7) (47) Perception (53) 

Horizontal 

Shuttle .10 -.11 -.26* 50-Yard .17 
Run (46) ( 46) ( 46) Dash ( 43) 

Broad -.07 .49*** .19 Body Image .17 
Jump ( 4 7) ( 4 7) ( 4 7) Eyes Open (51) 

Step -.49***.01 -.16 Body Image .22 
Test (38) 

Quadrant .00 
Jump (53) 

Bean Bag -.05 
Test (53) 

*E <. 05 
**~(-01 

***.e. =. 001 

- (38) 

.69*** 
(53) 

.52*** 
(53) 

(38) Eyes Closed ( 4 2) 

.06 Laterality .03 
(53) Eyes Open (50) 

-.31* Laterality .01 
(53) Eyes Closed ( 4 2) 

' 
Montlis at 

IQ State School 
' 

-.11 -.01 
(53) (53) 

..... 02 -.04 
(53) (53) 

-.22 -.19 
( 4 3) ( 43) 

.60*** .03 
(51) (51) 

.57*** .15 
( 42) ( 42) 

.60*** -.12 
(50) (50) 

.53*** .17 
( 4 2) ( 4 2) 

~ 

00 

4 
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Table 10 presents both zero^order correlations between 

the psychological and physical measures, and correlations 

with age, IQ, and length of residence partialled out. 

Since the IQ was generally positively related to the 

physical measures, and since age and length of residence 

were also related to some extent to the physical measures, 

only the partial correlations which were significant at 

£^.05 will be discussed. The Primary Self-Concept Inventory 

was positively related to the Body Image Test, the Test 

for Laterality and Midline, and the Beter-Cragin Bean Bag 

Test, The Piers-Harris Children's Self-Concept Scale was 

positively related to the Body-Image Test with eyes closed. 

The School Attitude Scale was positively related to the 

Shuttle Run, but negatively related to the Vertical Subtest 

of the Modified Test of Horizontal and Vertical Linear 

Space, The Group-Active versus Group-Passive subtest of 

the Activity Preference Scale was negatively related to the 

Beter-Cragin Bean Bag Test, while the Group-Active versus 

Individual-Active subtest was negatively related to the 

Horizontal subtest of the Modified Test of Horizontal and 

Vertical Linear Space, The ideal self-concept measure 

was positively related to the Softball Throw for Distance, 

TEXAS TECH LIDRARY 
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Broad Jump 

r ,36* ,17 .oo - (41) (32) ( 32) 
Partial r .17 ~.os -.18 - (36) (27) (27) 

Step Test 

r .14 ,19 ,12 - ( 33) (25) ( 25) 
Partial r ,14 ,26 .09 - (28) (20) ( 20) 

Quadrant 
Jump 

r .37** .39** .22 - ( 4 7) (36) (37) 
Partial r .13 .11 .06 - ( 42) (31) (32) 

Kinesthetic 
Perception 

Vertical 

r -.01 -.06 -.46** - (47) .03 (36) (37) 
Partial r ( 4 2) -.01 -.46** - (31) (32) 

-.18 
(39) 

-.01 
(34) 

.14 
( 33) 

.11 
(28) 

-.36** 
(45) 

-.23 
(40) 

.12 
(45) 

.09 
(40) 

' -- --- ,--. .. -- - -

-.12 .28 
(41 ( 32) 

-.10 .05 
(36) (27) 

-.18 -.03 
(33) (26) 

-.18 -.11 
(28) ( 20) 

.09 .51*** 
( 4 7) (38) 

.15 .28 
(42) ( 33) 

-.18 -.23 
(4 7) (38) 

-.18 -.21 
( 42) ( 33) 

U1 
~ 

~ 



Body Image 
Eyes Closed 

r -
Partial r -

Laterality 
Eyes Open 

r -
Partial r -

Laterality 
Eyes Closed 

r -
Partial r -

Bean Bag 

r -

Partial r -

*E.<.OS 
* *12. <. 01 

***E. =. 001 

.57*** 
(40) 

.48*** 
(35) 

.42** 
(45) 

.28* 
(40) 

.53*** 
(40) 

.40** 
(35) 

.39** 
( 4 7) 

.31* 
( 42) 

.47** .32* 
( 33) (34) 

.31* 
(28) 

,26 .20 
(34) (35) 

-. 08 
(29) 

.37* .21 
(32) (33) 

.19 
(27) 

.36* .18 
(36) (37) 

.09 
(31) 

-.26 .01 
( 40) ( 41) 

.25 -.09 
(29) ( 35) 

-.25 .OS 
( 43) ( 45) 

.07 -.16 
(30) (38) 

-.30* .06 
(39) (40) 

.08 -.15 
(28) (34) 

-.26* .01 
- (45) (47) 

.09 -.28* 
(32) (40) 

.02 
(36) 

.07 
( 40) 

.10 
(35) 

.01 
(42) 

.43** 
( 35) 

.25 
(30) 

.43** 
(36) 

.21 
(31) 

.46** 
(34) 

.27 
(29) 

.40** 
(38) 

.22 
(33) 

U1 
w 
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CHAPTER IV 

DISCUSSION, RECOMMENDATIONS, AND SUMMARY 

Analyses of Change 

The results provided limited support for one of the 

five hypotheses. The first hypothesis which dealt with 

improvement in physical skills was given partial support by 

significant improvement in three of the physical measures. 

Improvements were noted in the Quadrant Jump Test 

which measured agility, in the Body Image Test which 

measured body-image, and in the Test for Laterality and 

Midline which measured laterality for the experimental 

group. 

On the Piers-Harris Children's Self-Concept Scale 

for the ideal self, there was a significant interaction of 

groups by IQ. If only those youngsters with higher IQ's 

are examined, there is the suggestion that the experimental 

program increased the ideal self-concept. But, the lower 

IQ students had a reversed pattern—the ideal self of the 

experimental group actually decreased, while those of the 

control increased. Therefore, it is difficult to attribute 

these changes in the ideal self-concept to the experimental 

program. It is possible that these changes were affected 
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by other activities or circumstances at the Lubbock State 

School, 

Although there was no specific hypothesis concerning 

preferences of group over individual activities, there was 

a significant change in the Group-Active versus Individual-

Active subtest of the Activity Preference Scale, The 

implication of this subtest is that those youngsters 

involved in the experimental program preferred to play 

games with other children, rather than by themselves. 

Effort was made in the program to teach cooperation with 

others and how to play with others. 

The findings of the study which led to the rejection 

of the other hypotheses may have been due to the fact that 

the experimental program was not sufficiently strong in the 

area of physical fitness to produce significant changes. 

The physical changes that did occur as a result of the 

program were in the areas of body-image, laterality, 

and agility which are important and which the program was 

designed in part to produce. But, these changes are not 

very striking for the participants—they had nothing they 

could demonstrate for which they could be rewarded by others 

There is probably a need to excel, to win, and get recogni

tion before changes can be expected in other areas as a 

result of the physical education program. 

The Lubbock State School also has a complete physical 



56 

education and recreation program which has many intramural 

sport activities. During this study, most of the partici^ 

pants were actively involved in the intramural program. 

In a similar manner most of the respondents participated 

in regular training sessions for the Special Olympics which 

would also narrow the differences between the groups. 

As a further complication, many of the activities 

designed for the experimental program were practiced by the 

control group due to teacher enthusiasm about certain aspects 

of the program. The experimenter could only advise against 

this, since he had no control over the Lubbock State 

School physical education program. 

Related Findings 

The literature presents conflicting evidence of the 

relationship between IQ and self-concept. Several authors 

have found a positive relationship between IQ and self-

concept with mildly retarded subjects (Collins, Burger, & 

Doherty, 1970; Gorlow, Butler, & Guthrie, 1963; McGarvie, 

1970; Meyerowitz, 1962), Although some researchers have 

failed to find this relationship (Knight, 1968; Mayer, 1965; 

Ringness, 1961), the findings of this study tend to 

support a positive relationship between IQ and self-concept 

for the moderately retarded which extends the previous 

research to lower intellectual levels of functioning. 
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The IQ in the current study had a powerful relationship 

with the psychological measures and parts of the rating 

forms. 

The IQ was generally positively and significantly 

related to the physical measures. Those students with 

higher IQ's tended to perform better on the physical 

measures than the others. 

There was evidence that the self-concept and the 

desire to participate in group activities were related 

to body awareness. The tests that measured knowledge 

of body parts, knowledge of left and right, and direction 

away from the body were positively related to the Piers-

Harris Children's Self^Concept Scale, the Primary 

Self-Concept Inventory, and the Group-Active versus 

Group-Passive subscale of the Activity Preference Scale, 

There was not good evidence of other relationships 

between the psychological measures and the physical skill 

measures. Two positive and significant findings occurred. 

The first was between the School Attitude Scale and the 

Shuttle Run; the second was between the ideal self-concept 

measure and the Softball Throw for Distance, The physical 

skill measures were generally not related to the 

psychological measures used in this study. 

Recommendations 

The following recommendations are made for further 
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research on the basis of the findings of this study: 

1. It is recommended that this research be replicated 

in both public schools and in state institutions. 

2. It is recommended that the experimental and control 

groups be comparable on variables such as IQ, age, and 

length of time in the school system. 

3. It is recommended that information be procured 

through interviews conducted with the teachers, rather than 

through the use of rating forms filled out by the teachers. 

4. It is recommended that the examiner be totally 

familiar with the school program, so as to be aware of 

activities which may influence research findings. 

5- It is recommended that the examiner have no know

ledge of the assignment of subjects to particular groups. 

6. It is recommended that the control group be located 

on a different campus, so that the researcher can ascertain 

that none of the activites of the experimental program will 

be found in the control physical education program. 

7. It is recommended that the research be done in a 

situation that has sufficient students to permit random 

selection of groups, and where the researcher can have 

control over the total program. 

8.It is recommended that statistical procedures be 

used to determine at what age the program may or may not be 

effective. 
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9, It is recommended that research be conducted to 

determine the effectiveness of this program in both state 

institutions and public schools. 

10, It is recommended that the efficacy of this pro

gram be studied in conjunction with the severely, 

moderately, and mildly retarded, 

11, It is recommended that this study be conducted 

with both boys and girls, 

12, It is recommended that additional research be 

conducted to determine the relationship of IQ to agility, 

balance, kinesthetic perception, body-image, laterality, 

and directionality, 

13, It is recommended that additional research be 

conducted to determine the relationship of mental age 

to agility, balance, kinesthetic perception, body-image, later

ality, and directionality, 

14, It is further recommended that efforts be made 

toward the development picture self-concept measures for 

use with the severely and moderately retarded. At the 

present time measures for use with these groups have 

generally been adapted from measures originally designed 

for use with nonretarded children. The picture self-concept 

measure used in this study had verbal cues which indicated 

the correct response. This writer tends to believe that 

even low level retardates may have perceived the cues, 

and answered appropriately. 
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Summary 

The purpose of this study was to determine if the 

self-concept is related to physical skills and abilities, 

and if the self-concept could be modified by an 

experimental physical education program. Concomitant changes 

in the areas of academic performance and social behavior 

were also to be determined. 

Respondents for this study were 36 male residents of 

the Lubbock State School for the Mentally Retarded, They 

previously had been assigned to different physical education 

classes by the Lubbock State School staff, based on age, 

IQ, and ability. 

The experimental physical education program consisted 

of a variety of activities which included various ways of 

walking, running, leaping, jumping, hopping, balancing, 

skipping, galloping, sliding, throwing, catching, striking, 

kicking, and songs and games to teach body-image along 

with swimming pool activities. The control physical 

education program was the traditional public school type 

which emphasized competitive, large ball, sport activities. 

The control program also used calisthenics for strength 

development. 

Using a pretest-posttest design, five measures 

were administered to determine changes in the areas of 

self-concept, school attitude, activity preferences, and 
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ideal self-concept. In addition two rating measures 

were used to determine perceived differences by the class

room teachers and dormitory counselors. Pretest-posttest 

measures were also used in the physical education programs 

to measure differences in the areas of physical fitness, 

cardiovascular efficiency, agility, balance, 

kinesthetic perception, body-image, laterality, and 

directionality. 

The data were analyzed using analyses of variance 

and analyses of covariance to determine if there were 

significant changes in the difference scores (posttest 

minus pretest) on the various measures. 

The results provided limited support for one of the 

five hypotheses. The hypothesis stated that there would 

be significant improvement in the area of physical skills. 

Improvement was noted in the areas of agility, body-image, 

and laterality. 

Although it was not specifically hypothesized, the 

experimental group also demonstrated significant improvement 

on the Group-Active versus Individual-Active subscale of 

the Activity Preference Scale. This change indicated that 

the experimental group would rather play games with other 

children than by themselves. 

The study also noted that the IQ had a powerful 

relationship with the measures used which is supported by 
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earlier research noting a positive relationship between 

IQ and self-concept. However, the earlier research was 

concerned with the mildly retarded. 

There was an indication in this study that the self-

concept and the desire to participate in group activities 

were related to body awareness. There was also a strong 

relationship between IQ and the physical measures 

utilized in the study. 

Several recommendations were made relative to 

replication of the present study. Additional recomm.endations 

were made for related research and instrument development. 

It is hoped that these recommendations will preclude the 

problems encountered during this study, as well as contribute 

needed information to the areas addressed by the present 

study. 



NOTES 

1, The original sample contained 53 respondents. 

Seventeen were lost for the following reasons: (a) 5 were 

deaf and could not understand their deaf teacher's 

interpretation of the self-concept measures, (b) 4 were 

shifted from the experimental groups to the control groups 

by school personnel, (c) 3 inadvertently received 

experimental group treatment for three weeks, (d) 2 had 

poor attendance, (e) 2 were discharged, and (f) 1 was 

transferred to another state school, 

2. There were originally six groups, three 

experimental and three control. Due to scheduling and 

personnel changes beyond the experimenter's control during 

the second semester, the respondents were shifted around 

to different classes and time schedules which resulted in 

eight groups, four experimental and four control. The 

respondents remained in either the experimental or control 

program in which they started. Due to the changes, 

the groups varied in size from 1 to 9 members. For 

statistical purposes, the four experimental groups were 

treated as one. This approach is justifiable since the 

respondents in the experimental groups received like 

treatment from the same teachers in either given semester. 
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APPENDIX A 

Psychological Measures 

Primary Self-Concept Inventory 

This measure is available from the publisher (Muller 

& Leonetti, 1974), 

Adaptation of the Piers-Harris Children's 
• I I I I I I, ( 

Self-Concept Scale 

1 
2 

3 
4 

5 
6 
7 

8 
9 
10 
11 

12 
13 
14 
15 
16 
17 
18 
19 
20 

Do you behave badly at school? 
Do your classmates make fun of you 
(other kids at school) 
Are you a good person? 
Are you often mean to other people? 
(very much) 
Are you often sad? (a lot) 
Do you have good ideas? (thoughts) 
Do your looks bother you? 
(the way you look) 
Do you cry easily? (easy) 
Do you feel left out of things? 
Are you a happy person? 
Do your parents expect too much of you? 
(want you to do more than you are able to do) 
Do you cause trouble to your family? 
Are you smart? 
Are you good looking? 
Are you strong? 
Do you often get into trouble? (very much) 
Do you have lots of pep? (energy) 
Are you dumb about most things? 
Do you sleep good at night? 
Do you have many friends? 

School Attitude Scale 

1, Do you like to play games with other kids? 
2, Do you like the other kids at your school? 
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3, Do your classroom teachers make you feel sad? 
4, Would you like it if you didn't have any 

P,E, class? 
5, Is your school a sad place to be? 
6, Does your P,E. teacher show you how to play 

a lot of fun games? 
7, Do you have more fun in gym class if you don't 

have to try to beat somebody at a game? 
(There are games where kids beat other kids and 
there are other games where nobody beats -
repeat question,) 

Activity Preference Scale 

A. Questions should be made to fit the child's sex, 

B. Present two pictures at a time, following the order 
of pairs which are numbered on the score sheet. 

Item 1: 

Left 

"Here are some boys 
playing basketball 
together," 

Right 
• ^ ^ ^ ^ " ^ ^ ^ ^ 

"Here are some boys 
sitting and talking 
together," 

"Please point to the one that you'd 
like to do the most," 

Item 2: "Here are some boys 
riding bikes 
together." 

"Here is a boy riding 
a bike by 
himself," 

"Point to the one that you'd like to do 
the most." 

Item 3: "Here are some boys 
sitting and talking 
together." 

"Here are some boys 
tossing a ball 
together." 

"Point to the one that you'd like to do 
the most," 

Item 4: "Here is a boy 
" running by himself," 

"Here is a group of 
boys running together," 

"Point to the one that you'd like to do 
the most," 



Item 5: 

Item 6; 

Item 7: 

Item 8: 
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"Here is a group of 
boys playing 
basketball together," 

"Here is a boy playing 
basketball by 
himself," 

"Point to the one that you'd like to do 
the most." 

"Here is a group of 
boys riding bikes 
together," 

"Here is a group of 
boys standing and 
talking together," 

"Point to the one that you'd like to do 
the most," 

"Here is a boy toss
ing a ball by 
himself." 

"Here is a group of 
boys tossing a ball 
together," 

"Point to the one that you'd like to do 
the most," 

"Here is a group of 
boys sitting and 
talking together." 

"Here is a group of 
boys running 
together." 

"Point to the one that you'd like to do 
the most," 

Piers-Harris for the Ideal Self 

1. 
2. 
3. 
4. 

5. 
6, 
7, 

8, 
9, 

10, 
11, 

Do you want to behave badly at school? 
Do you want your classmates to make fun of you? 
Do you want to be a good person? 
Do you want to be mean to other people? 
(very much) 
Do you want to be sad? (a lot) 
Do you want to have good ideas? (thoughts) 
Do you want your looks to bother you? 
(the way you look) 
Do you want to cry easily? (easy) 
Do you want to feel left out of things? 
Do you want to be a happy person? 
Do you want your parents to expect too much 
of you? (want you to do more than you are 
able to do) 
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12, Do you want to cause trouble to your family? 
13, Do you want to be smart? 
14, Do you want to be good looking? 
15, Do you want to be strong? 
16, Do you want to get into trouble? 

(very much) 
17, Do you want to have lots of pep? (energy) 
18, Do you want to be dumb about most things? 
19, Do you want to sleep good at night? 
20, Do you want to have many friends? 



APPENDIX B 

Primary Self-Concept 

The respondent sat at an office desk to the right of 

the examiner, The respondent received the following 

general instructions: 

Hi! My name is (Examiner's name). We're going to 
do some fun things this morning, We have several 
fun things to do together, We have some pictures 
to look at and I have some questions to ask you. 

We are trying to find out what kinds of things 
children like to do, and we need you to help us. 
It is very important for you to do your best so 
you can help us out. Okay? 

The primary Self-Concept Inventory followed immediately, 

and these instructions were given: 

Now (Respondent's name), we are going to do something 
different with all of the pictures on these pages. 
Would you like to turn the pages? 

The examiner pointed to each drawing as he described 

it to the respondent. When the description was completed, 

the examiner said, "Point to the child like you," 

Piers-Harris Children's Self-Concept Scale 

The respondent remained seated to the right of the 

examiner and received the following instructions: 

Now (Respondent's name), I am going to ask you some 
questions about how you feel about yourself, 
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Listen to each question and then tell me how you 
feel. Okay? I want to know how you really are—not 
how you think you should be. 

» I • » 

The examiner then proceeded with the questions which 

required a yes or no response. Nonverbal respondents 

were asked to nod their heads to indicate a yes or no 

response. 

School Attitude Scale 

This test was administered as if it were part of 

the Piers-Harris. In other words, no additional instructions 

were given. The seven questions lend themselves to this 

arrangement since they require a yes or no answer. 

Activity Preference Scale 

The respondent remained seated next to the examiner. 

The examiner said, "Now (Respondent's name), we're going 

to look at some pictures of some boys doing different 

things." The examiner pointed to each drawing as he 

described it, then said, "Point to the one you would like 

to do the most," 

Piers-Harris for the Ideal Self 

To determine the ideal self-concept, the Piers-Harris 

was administered as before with the following changes: 

(Respondent's name), a little while ago I asked 
you some questions about how you feel about your
self. Now, I want to ask you the same questions, 
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not about how you are, but how you really want to 
be. Okay? 

Following the instructions, the questions were asked 

in the form of "Do you want to be ?" 



APPENDIX C 

Teacher and Dormitory Counselor Rating Form 

How long have you known this student? yrs mos. 

INSTRUCTIONS: In column A, you will be comparing this 
student with other students about his/her age. In column 
B, you will be comparing the way this student is now with 
the way he/she was about three months ago. (If you 
haven't known the student for three months, disregard 
column B.) 

Column A Column B 

lA. This child's reading is: 
Somewhat below average 
About average 
A little above average 
A great deal above 
average 
The best for his age 

IB. This child's reading is: 
Somewhat worse than 
3 mos age 

About the same as 
3 mos age 
Slightly improved 
since three mos ago 

Moderately improved 
since 3 mos ago 
Improved a great deal 
since 3 mos ago 

2A. This child's use of 
numbers is: 

Somewhat below average 
Âbout average 
Â little above average 

~ ~ A great deal above 
average 

The best for his age 

2B. This child's use of 
numbers is: 

Somewhat worse than 
3 mos ago 

About the same as 
3 mos ago 
Slightly improved 
since 3 mos ago 

Moderately improved 
since 3 mos ago 
Improved a great deal 
since 3 mos ago 
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3. In your opinion, what are this student's academic 

strengths? 

4. What do you 
weaknesses? 

feel are this student's academic 

Column A Column B 

5A. Other children seem to 5B, 
like this child: 

Much more than other 
children 
Somewhat more than 
other children 
Slightly more than 
other children 
T̂he same as other 
children 
L̂ess than other 
children 

6A. Adults seem to like this 6B. 
child: 

Much more than other 
children 
Somewhat more than 
other children 
Slightly more than 
other children 
T̂he same as other 
children 
Less than other 
children 

7A. This child prefers play- 7B 
ing alone: 

None of the time 
Almost none of the 
time 
L̂ess than half of 
the time 
M̂ore than half of the 
time 

Most of the time 

Other children seem to 
like this child: 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 

Slightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

Adults seem to like this 
child: 

Somewhat less than 
3 mos ago 

About the sam.e as 
3 mos ago 

Slightly more than 
3 mos ago 

Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

This child prefers 
playing alone: 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Ŝlightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 
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8A. This child plays well 
with other children: 

Âlmost none of the 
time 
L̂ess than half of 
the time 

More than half of 
the time 

Most of the time 
All of the time 

8B, This child plays well 
with other children: 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Slightly more than 
3 mos ago 

Somev/hat more than 
3 mos ago 

Much more than 
3 mos ago 

9. In regard to this student's social behavior, what do 
you see as his/her strong points? 

10. What do you see as this student's weak points in the 
area of social behavior? 

Column A 

llA. This child does things 
which bother other 
children: 

Âlmost all of the 
time 

More than half of 
the time 

Less than half of 
the time 

Almost none of the 
time 

None of the time 

Column B 

llB. This child does things 
which bother other 
children: 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Ŝlightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 
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12A. 

13A. 

This child misbehaves 
at school: 

Much less than other 
children 
Somewhat less than 
other children 
Slightly less than 
other children 
Same as other 
children 

More than other 
children 

Teachers become 
irritated with this 
child: 

Almost all of the 
time 

More than half of 
the time 

Less than half of 
the time 

Almost none of the 
time 

None of the time 

12B 

13B 

This child misbehaves 
at school: 

Ŝomewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Slightly more than 
3 mos ago 

Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

Teachers become 
irritated with this 
child: 

Ŝomewhat less than 
3 mos ago 

About the same as 
3 mos ago 

Slightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

14. Do you have anything to add regarding this student's 
behavior while he or she is at school? (Especially 
the need for disciplinary actions) 

Column A 

15A. This child seems to 
like himself: 

Âll of the time 
Most of the time 
M̂ore than half the 
time 

Less than half the 
time 

Almost none of the 
time 

Column B 

15B. This child seems to 
like himself: 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Slightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 
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16A, 

17A, 

18A, 

19. 

This child generally 
seems happy: 

All of the time 
Most of the time 
More than half the 
time 
L̂ess than half the 
time 

Almost none of the 
time 

This child seems happy 
with the way he looks 
(appearance): 

All of the time 
Most of the time 
More than half the 
time 

Less than half the 
time 

Almost none of the 
time 

16B 

17B 

This child generally 
seems happy: 

Ŝomewhat less than 
3 mos ago 

About the same as 
3 mos ago 

Slightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

This child seems happy 
with the way he looks 
(appearance): 

Somewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Slightly more than 
3 mos ago 
Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

This child seems happy 
with his social life: 

All of the time 
Most of the time 
M̂ore than half the 
time 
Less than half the 
time 

Almost none of the 
time 

18B, This child seems happy 
with his social life: 

Ŝomewhat less than 
3 mos ago 

About the same as 
3 mos ago 
Slightly more than 
3 mos ago 

Somewhat more than 
3 mos ago 

Much more than 
3 mos ago 

Do you feel that this child has a good or poor self-
concept? If possible, any specific examples of why 
you feel this way would be helpful? 



APPENDIX D 

Physical Measures 

Physical Fitness 

The five measures from the Kennedy AAHPER Special 

Physical Fitness Test were the Sit-up, the Shuttle Run, 

the Standing Broad Jump, the 50-Yard Dash, and the Softball 

Throw for Distance (AAHPER, 1968). 

Cardiovascular Efficiency 

A Modified Harvard Step Test is used to measure 

cardiovascular efficiency. The procedures for the test 

are: The Individual stands in front of the bench and on 

command, begins to step onto the bench with one foot, then 

the other; on the third count, he steps down with one foot, 

then the other (one up—two up—three down—four down). 

The cadence is thirty steps per minute, which means the 

person being tested will step with both feet on the bench 

and bring both feet down to the floor a total of thirty 

times during each minute. The person taking the test should 

keep his body erect; he may start with either foot and 

may alternate feet periodically, but he may not jump up 

or down, but must step. The person being tested should 

attempt to continue stepping for a period of five minutes, 
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but may stop at any time he begins to feel tired, A pulse 

count is taken for three and one-half minutes as soon as 

the person sits down, whether he stepped five minutes 

or stopped any time preceding the prescribed limit, As 

soon as the person ceases stepping, he should be seated; 

then the pulse is counted for three and one-half minutes 

with a stethoscope on the chest. Scoring is computed using 

the following formula; Efficiency Score= £Steps X 100 
2 X IPulse Counts 

Agility 

The Quadrant Jump test is used to measure the individual' 

ability to change body position quickly by jumping. The 

procedures for this test are as follows: 

The individual starts behind the starting tick 
mark and jumps with both feet into Area 1, Area 2, 
Area 3 and Area 4 in that order. And then back to 
Area 1,...These movements, in the order described 
above, are continued until the signal "Stop" is 
given after ten seconds have elapsed (Beter & 
Cragin, 1972, pp.63-64). 

3 2 
• I.I — • 

1 4 

Start 

The score is the number of times the feet landed in 

a correct zone during the ten second time period. The 

best of two trials is recorded. 
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Balance 

The Nelson Balance Test is used to measure both static 

and dynamic balance. Five wooden stepping blocks (two red) 

are placed in a described pattern at the starting end of a 

balance beam and four (two red) in a described pattern at 

the other end. The testing procedures are as follows: 

When the individual is ready, he steps on to the 
first block on the ball of the left foot and holds 
the right foot up off the floor, at which time 
the test administrator starts the watch and counts 
aloud "1-2-3-4-5" to signify five seconds. At the 
end of five seconds, the individual proceeds along 
the path-leaping from one block to the other and 
alternating feet each time. Each time he steps 
onto one of the red blocks, he must hold the 
stationary position with the other foot up while 
the tester counts aloud the five seconds. The 
testee should attempt to move as fast as possible 
from one block to the other and should leave the red 
blocks as soon as the count of five is given. He 
cannot run or leap across the beam, but he should 
walk heel-to-toe as fast as possible, 
(Beter & Cragin, 1972, p.66). 

The score is the total time elapsed from the first block 

until the subject steps off the last block. The best of 

three trials is recorded. 

Kinesthetic Perception 

The Modified Test of Horizontal and Vertical Linear Space 

is used to determine kinesthetic perception. The facsimile 

of a yardstick, in both horizontal and vertical positions 

with the 18 inch mark, as the center, is drawn on a large 

piece of cardboard. The procedures are as follows: 
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The chart is placed on the wall in front of the 
seated individual so that the eighteen inch mark is 
at eye level. The person is instructed to point 
to the eighteen inch mark, look at it and try to 
sense the position of the arm. The individual is 
then blindfolded and instructed to point to the 
same spot again (Beter & Cragin, 1972, p.72). 

Three trials are given, and the deviations are recorded 

for each trial to the nearest quarter inch. All the 

deviations in the horizontal plane are totaled, as are the 

deviations in the vertical plane for the scores. 

Body-Image 

The Body-Image Test is used to determine the degree 

to which the students have developed a body-image. The 

procedures are as follows: 

Ask the individual to stand facing you at a distance 
where he will be easily visible. Explain that you 
are going to give him a series of commands and that 
after you have given each one, he is to respond by 
doing what you asked. 

A. 

Verbal Commands 

Eyes open 
1. Touch your shoulders. 
2. Touch your thighs. 
3. Touch your head. 
4. Touch your ankles. 
5. Touch your ears. 
6. Touch your feet. 
7., Touch your eyes. 
8. Touch your elbows. 
9. Touch your knees. 

10. Touch your mouth. 
11. Touch your back. 
12. Touch your stomach. 
13. Touch your chest. 
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B, Eyes closed or blindfolded 
Repeat all thirteen items 
(Beter & Cragin, 1972, pp,83-84), 

Scoring is done on a pass-fail basis. The total 

correct in each part is the score for that part. 

Laterality 

The test for Laterality and Midline is used to determine 

laterality. The procedures are as follows: 

Ask the individual to stand facing you at a 
distance where he will be easily visible. Place 
the mat, or similar material, by his side for 
the items which require a prone position. Explain 
that you are going to give him a series of verbal 
commands, and that after each command, he is to do 
what was asked. 

Verbal Commands 

All items should be done first with the eyes open 
then repeated with the eyes closed, 

1, Put your right hand on your left 
shoulder, 

2, Put your left hand on your right 
leg. 

3, Put your left hand on your right shoulder. 
4, Put your right hand on your left leg. 
5, Touch your left hand to your right 

foot. 
6, Touch your right knee with your left 

hand, 
7, Touch your right hand to your left 

foot. 
8, Touch your left knee with your right 

hand, 
9, Cross your left leg over your right 

leg (from a prone position). 
10, Touch the floor on the right side 

with your left hand (prone position), 
11, Cross your right leg over your left 

leg (prone position), 
12, Touch the floor on the left side with 

your right hand (Prone position). 
(Beter & Cragin, 1972, pp,86-87), 
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Scoring is done on a pass-fail basis. Hesitancy is 

scored as a failure. The number passed on each test is 

the score. 

Directionality 

The Beter-Cragin Bean Bag Test for Directionality is 

used to determine if the students have transferred directional 

concepts to external space. Four small bean bags and four 

wooden frames (2' X 2') are used. One frame is placed 

directly in front of the subject, another frame is placed 

farther in front; the other two frames are placed to the 

right and left of the subject, midway between the two in 

front of him. The following procedures are used: 

The individual stands outside one of the frames, 
facing inward toward the frames. 

Verbal Commands 

The individual should use his dominant hand, 
1, Throw a bean bag to the frame on your 

right, 
2, Throw a bean bag to the top frame 

(the one farthest from you), 
3, Throw a bean bag to the left frame—the 

one on your left, 
4, Throw a bean bag to the bottom 

frame (the one closest to you), 
The person being tested should then be moved to a 
position in front of a different frame and the verbal 
commands are repeated. This procedure is continued 
until he has done the commands from a position 
in front of each of the four frames. 

Scoring is done on the basis of the direction thrown, 

not the accuracy required to throw the bean bags into the 

frames. Points are given for throws in the correct direction. 



APPENDIX E 

Control Physical Education Program 

The control physical education program at Lubbock 

State School was the traditional type program commonly 

found in public or state schools. Emphasis was on competitive 

activities such as basketball, football, and volleyball. 

Effort was also made in the area of strength training 

through traditional calisthenics and weight machine 

activities. 

Also noted in the program were limited attempts to meet 

individual differences, to get all of the students involved, 

and to reinforce effort and performance. There was also 

limited work on specific body and skill areas, basic motor 

movements, and the use of innovative approaches in teaching 

skills. 

-V. 

89 



APPENDIX F 

Experimental Physical Education Program 

The experimental physical education program as developed 

by Kozar (Note 1) uses variations of activities commonly 

performed by children. As an example, walking is done 

in a variety of ways: (a) walking slow, progressively 

increasing the speed; (b) starting with short steps, and 

progressing to giant steps; (c) walking on tip toes; 

(d) listening while walking, and turning on verbal commands; 

(e) marching to music; (f) walking in place; (g) walking in 

a small circle, gradually increasing the size of the circle; 

and (h) walking while squatting down, and gradually raising 

the body to the tip toe position. 

Running is a modification of walking. The types of 

activities included are: (a) running forward and backward; 

(b) running, turning and stopping on verbal command; (c) run

ning while holding an object; (d) running while balancing an 

object on the head; (e) running while bouncing a ball; 

(f) running obstacle courses; and (g) running slowly, 

softly, and quietly. 

Leaping is an extension of running. Leaping is done 

for height and distance, over obstacles, and in 
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combination with other locomotor movements, 

Jumping is done both vertically and horizontally, 

with and without running, forward and backward, and in 

combination with other movements. Jumping is also done 

from side to side over a rope and while catching an 

object. 

Hopping is done both forward and backward, for distance 

and height. Hopping is done slowly and quickly, and in 

combination with walking, running, leaping, and jumping. 

Skipping, galloping, and sliding are combinations 

of the above movements. Galloping is a movement where 

the rear foot never passes the leading foot. Sliding is 

a sideward movement which consists of a step sideward 

followed by a closing with the other foot. 

Throwing is done with different sizes of balls and 

with bean bags. Both stationary and moving targets are used. 

Throwing is done for accuracy, distance and form. 

Catching is incorporated with the use of large balls at 

a close distance, gradually decreasing the size of the ball, 

while increasing distance. 

Striking is used in conjunction with baseball, golf, 

and badminton. Striking involves the use of an implement 

to hit the ball. 

Kicking is done using large stationary and moving balls 



92 

while attempting to attain both height and distance 

and accuracy. Balls are kicked at targets from a stationary 

position, and while being rolled to the kicker, 

A movement communication program is used, with a live 

guitarist and tamborine player, to teach body-image and 

laterality with various songs and games. 

Directionality is a concomitant aspect of laterality, 

and is taught through movements in space with the above 

activities. 

Balancing is done by standing on one foot, and then 

the other. Variations including moving the arms to various 

positions, bending the trunk forward while extending the 

suspended leg backward. Balance beam activities are also 

included. 

Weight machine activities are used to develop muscle 

tone and strength. 

In all of the activities, attempts are made to teach 

cooperation and sharing through taking turns and group 

activities. The youngsters learn to go from one teaching 

station to the next. 



APPENDIX G 

Analyses of Variance 

Source 

E - C 
H - L 
EC X HL 
Residual 
Total 

E - C 
H - L 
EC X HL 
Residual 
Total 

E - C 
H - L 
EC X HL 
Residual 
Total 

E - C 
H - L 
EC X HL 
Residual 
Total 

df 

1 
1 
1 
32 
35 

1 
1 
1 
32 
35 

1 
1 
1 
29 
32 

Test 

1 
1 
1 
32 
35 

Quadrant Jump 

SS 

33.8 
.03 

8.02 
214.9 
256.75 

MS 

33.8 
.03 

8.02 
6.72 

Body-Image Test -

31.25 
4.69 
6.80 

124.0 
166.75 

Body-Image 

26.7 
.27 

8.92 
93.49 
129.52 

31.25 
4.69 
6.80 
3.88 

F 

5.03 
.004 

1.20 

• Eyes Open 

Test - Eyes 

26.7 
.27 

8.92 
3.22 

8.07 
1.21 
1.76 

Closed 

8.28 
.08 

2.77 

for Laterality and Midline - Eyes 

140.45 
25.00 
9.8 

232.75 
408.00 

140.45 
25.00 
9.8 
7.27 

19.31 
3.44 
1.35 

E 
.03 
ns 
.28 

.008 

.28 

.19 

.007 
ns 
.10 

Open 

.001 

.07 

.25 
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Test for Laterality and Midline - Eyes Closed 

Source 

E - C 
H - L 
EC X HL 
Residual 
Total 

E - C 
H - L 
EC X HL 
Residual 
Total 

Yearborn 
IQ 

df 
' 

1 
1 
1 
29 
32 

Piers-

1 
1 
1 
24 
27 

SS 
• - • 

108.22 
15,57 
1,94 

301,3 
424,72 

MS 
-

ia8,22 
15,57 
1,94 
10.39 

F 

10,42 
1,50 
.19 

-Harris Children's Self-Concept S 

52,51 
,10 

6,01 
237.73 
296.68 

52.51 
.10 

6,01 
9,91 
10,99 

Group-Active versus Group-

1 
1 

Months at 
L. S . S < 

E - C 
Residual 
Total 

E - C 
H - L 
EC X HL 
Residual 
Total 

Dorn 

E - C 
H - L 
EC X HL 
Residual 
Total 

Note. E 
C 
H 
L 

L.S.S. 

. 1 
1 
19 
23 

1 
1 
1 
32 
35 

litory 

1 
1 
1 
16 
19 

= Expe 

,34 
1,44 

.32 
12.42 
31.49 
45.96 

Significant 

945.31 
1764.00 

1.01 
1376.68 
4087.00 

Interaction 

.33 
1.43 

.32 
12.42 
1,66 
2.00 

Differences 

945,31 
1764.00 

1.01 
43,02 
116.77 

5,3 
.01 
.01 

-Passive 

,20 
,87 

,20 
7,49 

in IQ 

21.97 
41.00 

.02 

of Groups by IQ on 
Counselor Rating of Social Behav 

,02 
8.74 

10,65 
28.46 
48.2 

,02 
8,74 
10,65 
1,78 
2,54 

irimental Group 
= Control group 
= High IQ 
= Low IQ 
= Lubbock State School 

2,55 
,01 

4,91 
5.99 

E 

.003 

.23 
ns 

cale 

.029 
ns 
ns 

ns 
ns 

ns 
.01 

.001 

.001 
ns 

ior Change 

ns 
.039 
.025 




