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CHAPT~R 1 

INTRODUCTION 

This proposal addresses the use of the art education 

program as not only a supplement to the basic academic 

function of public education, but also as an educational 

process to provide potential cultural and socio-psycholo

gical skill development for children. ~~phasis is focused 

on the "disadvantaged., child, particularly the Chicano in 

the Southwest. In the process of developing the logical 

justification for the project, specification of meaning of 

the terms "disadvantaged" child, "motivation," and ''self

concept" will be made. Having delineated these aspects 

of the "disadvantaged" child, a statement of the problem 

will be made and the justification for and goals of the 

proposed program will be presented. 

Literature defining the term "disadvantaged" child 

indicates that "disadvantaged" children are characterized 

by more than economic impoverishment. 

Defining the Disadvantaged Child 

Riessman (1962, p. 36) defined socio-culturally 

"disadvantaged" children as those members of lower socio

economic family groups who have not benefitted from various 

pre-educational aspects of the middle-class culture. Such 

middle-class cultural education includes familial educa

tional experience with books, magazines, and formal lan-
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guage the years prior to and during formal academic train

ing, as well as continued educationally beneficial oppor

tunities throughout the child's public educational exper

ience. Havighurst (1964, p. 214) indicated that not all 

the members of particular ethnic or economic groups such 

as Chicanos, Negroes, or lower-economic whites can be 

categorically designated and defined as "disadvantaged." 

Many of these individuals do benefit from the middle-

class educational processes because these children have 

had the same informal educational experiences as their 

2· 

more "advantaged" counterparts. However, many ethnic 

minority children are reared in homes which are economi

cal~y impoverished. In addition, according to Havighurst 

(1964, p. 210) these children are often impoverished in 

terms of quality and quantity of informative communication 

among family members. Due to this economic impoverishment 

characteristic of the "disadvantaged" child's home there is 

a dearth of toys, linguistic materials and opportunities to 

stimulate the imaginative, perceptual, and conceptual de

velopment of the child. Other socio-cultural educational 

impoverishment accrues from the family economic circum

stances which mitigate long range educational skill de

velopment such as reading. Exemplary of this situation is 

economic deprivation due to economic deficiencies resulting 

from alcoholism and criminality. The former case represents 

economic resource misallocation. The latter case represents 

withdrawal of emotional and economic resources when legally 
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adjudicated. The latter cultural environment promotes an 

attitude of immediate economic goal attainment via informal 

subcultural training in crime, according to Thompson (1964, 

P• 336). Consequently, such economic and behavioral irre

sponsibility mitigates against the long-range educational 

goal requiring gratification deferral. Because of these 

circumstances the "disadvantaged" child has less freedom 

to discover the limits and boundaries of his abilities, to 

explore and experiment in his relations with others, and 

to express his feelings, according to Jersild (1952, p. 

62). Consequently, there is no opportunity for the develop

ment of an appreciation for long-term goals which character

ize both formal education and the educational process. 

Also, the basis for socio-cultural impoverishment is that 

the family's economic stability is a short-term "day-to

day" situation. Therefore, personal goals and incentives 

are restricted to the immediate, pragmatic, survival value 

on a short-term basis. 

Havighurst (1964, p. 214-5) defined and described the 

"disadvantaged" child in terms of three dimensions. These 

dimensions are personal characteristics, social group cha

racteristics of families, and family characteristics which 

relate directly to the child. The personal characteristics 

of these children are perceptual and attentional deficien

cies because the child has not learned to "pay attention." 

Social group characteristics are racial and ethnic minor

ities characteristic of Southern Negroes and Whites; Negro 
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and White migrants to Northern industrial cities; and rural 

Chicano migrants into the West, Middle West, and Southwest. 

Havighurst (1962, p. 215) stressed that all the characteris

tics of disadvantaged groups will not necessarily be evi

denced in each child. That is, the individual child devel

ops his own behavioral and attitudinal characteristics as 

a function of his individual life circumstances and exper

iences. Furthermore, Johnson (1964, p. 257) indicated the 

same characteristics occur in different children in varying 

degrees and magnitudes. This position is supported by 

Bloom, Davis, and Hess (1965, p. 5). This notion of vary

ing degrees of attitude is based on Deutsch's (1963, p. 164) 

supposition that cultural deprivation should not be equated 

with ethnic or racial group membership. Rather, cultural 

deprivation should be defined in terms of both the indivi

dual and the characteristics of the individual's environ

ment. Examples of such environmental characteristics are 

overcrowding, substandard housing, lack of sanitary facili

ties, restriction to immediate environment, scarcity of toys 

and creative materials, end restricted verbal communication 

as indicated by Bloom, Davis, and Hess (1965, p. 43). The 

major family and home environment communication character

istic which affects the "disadvantaged" child is a lack of 

child-directed conversation. Such child centered communica

tion encourages the natural curiosity of the child and sti

mulates inquisitiveness. This lack of didactic communica

tion fails to extend the child's socio-cultnral, linguistic, 
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and conceptual development appropriate for reasonable inter-

action in the formal educational environment. Family inter

action which encourages and answers a child's questions, 

extends and develops his vocabulary with both adjectives and 

adverbs is lacking in the "disadvantaged" home. Havighurst 

(1964, p. 212) indicated such a vocabulary extension devel

ops the child's linguistic skills. However, in the case of 

the "disadvantaged" child the parents may not have the ne

cessary language and communication skills to accomplish such 

linguistic and conceptual development in the preschool child 

and to maintain and to develop these skills throughout the 

formal educational process. While this proposal only raises 

this question it is not intended to address it. The point 

this proposal does address is that there may be an educa

tionally based deficit in linguistic and articulative com

munication skills in the "disadvantaged" culture. Conse

quently, according to Havighurst (1964, p. 212) the child 

enters, and in some cases endures, both the educational 

process and environment with a dearth of effective communi

cation skills due to his deficit of adjectives and adverbs. 

However, defi.cient communication skills are not the only 

background deficiencies of the "disadvantaged" child. 

In addition, home environment characteristics of the 

"disadvantaged" child are family disorganization (such as 

the above mentioned social anomalies), overcrowding, tbe 

competing environmental stimli for the child's attentiQn 
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and response, and overly constraining rules, according to 

Johnson (1964, P• 258). The result of such family disor

ganization is that the previously defined "disadvantaged" 

children's homes lack necessary educational objects d'art, 

and a relatively inviolate area of personal territoriality. 

While the above mentioned family characteristics are stress

ful for the "disadvantaged" child, they are not necessarily 

developmental deficiencies for a child in all ethno-cultural 

and socio-economic family environments. 

Riessman (1963, p. 36) discussed the "extended famil~" 

concept. Many "disadvantaged'' children live in an "exten

ded family'' environment where there are numerous surrogate 

parents. These surrogate parents are not only immediate 

family members but may be neighbors as well. The former 

case is characteristic of the rural "disadvantaged'' family. 

The latter is characteristic of the tenement dweller in 

large industrial cities. The common denominator to both 

the rural and urban "extended family" is still the over

crowding and accompanying difficulty in learning to "pay 

attention" due to constant and canpelling perceptual sti

muli as well as subcultural norms. The "extended family'' 

environment is a direct contrast to the "family-centered" 

environment. This contrast is made by Riessman (1962). 

He indicated that " ••• individualism and self-concern 

on the part of the child is much less likely to emerge and 

is, in fact, discouraged in the more family-centered home." 

(p. 37) Consequently, the "disadvantaged" family is charac-
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terized by a lack of intellectual competitiveness and indi-

vidualism, and a minimal amount of sibling rivalry. Further, 

sibling cooperation is more obvious in the "extended family." 

Thus, there is a psychological security in the family which 

accrues from the large family size and the "extended" nature 

of the "disadvantaged" family. While Riessman (1962, p. 36) 

considers this e positive aspect of such a family environ

ment, there is a negative aspect in that such family demands 

do not allow the development of an intrinsic value on educa

tion ~ ~· Also, there usually is little competition 

among siblings and companions to perform in the educational 

environment. However, the value of the educational process 

impressed on these children is the more immediate and prag

matic. As a consequence, there is little encouragement for 

the development of long-term educational objectives as in

dicated by Lupetow (1965, p. 19). 

As mentioned above, these children tend to h&ve more 

personal deficits than the "advantaged" child. Personal 

deficiencies which characterize the ''disadvantaged" child 

include physical, social, and psychological aspects, 

Johnson (1964, p. 257) reported. The physical deficiencies 

include poor health, disease, and physical handicaps pro

bably resulting from inadequate diet and poor nutrition 

over long periods or time. Olsen (1965, p. 79) indicated 

social deficiencies characterizing the "disadvantaged'' 

child include e lack of the requisite middle-class social 

behaviors necessary for personal and group interaction. As 
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a result, the "disadvantaged" child often has difficulty in 

socially relating to his educational peers and authority 

figures. Olsen (1965, p. 61) reported the consequences 

for the "disadvantaged" child is an inability to function 

socially and assimilate into an educational group. Con

cerning psychological deficiencies Deutsch (1963, p. 165) 

discovered that the "disadvantaged" child has inferior 

auditory and visual discrimination, as well as deficiencies 

in temporal, numerical, and cognitive processes. As indi

cated above, the 11 disadvantaged" child's family environment 

does not train the child to "pay attention!' to significant 

perceptual stimuli. Consequently, Havighurst (1962, p. 214) 

suggested that the "disadvantaged" child is ''physically 

oriented." Havighurst considers this physical orientation 

to be a preference for behavioral rather than conceptual 

solutions. That is, the "disadvantaged" child is oriented 

toward the lower payoff for immediate goal attainment rather 

than potentially higher payoffs associated with long-range 

goal attainments. The "disadvantaged" child is not able to 

understand, nor adequately conceptualize, gratification

deferral. As indicated above, the educational process is 

one of long-term goal attainment. By definition long-term 

goal attainment necessitates both an understanding and 

acceptance of gratification deferral. However, gratification 

deferral is not a characteristic of the "disadvantaLed'' 

child's "extended family" environment. Thus, a conflict 

situation occurs when the "disa-dvantaged" child is thrust 
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into the educational environment. The child's values are in 

conflict with the goals of the educational process. The 

result of this conflict is that the "disadvantaged" child 

has an inadequate self-concept to effectively function in 

the educational environment. According to Henke (1967, p. 

274) the "disadvantaged" child's inadequate self-concept is 

characterized by low language level and negative attitudes. 

The low language level poses a serious deficiency for the 

"disadvantaged" child because educational programs are 

language oriented. An example of the problems associated 

with languagA deficiency in the linguistically oriented 

educational process is the case of the bi-lingual child. 

The bi-lingual child has the difficulty of competing de

mands for effective linguistic communication. That is, he 

must effectively communicate via one language in the home 

and social environments. Howevert he must also effectively 

. communicate in another language in the ecariemic environment 

to meet the requisites of the educational process. An 

example of this i~ the Chicano child in the Southwest. 

These children communicate in ''colloquial" Spanish in the 

social and home environments. While in the formal educa

tional environment the requirement is the use of both col

loquial and formal English. Consequently, the type of com

munication common in the home tends to be inadequate for 

participation and self expression in the formal educational 

environment, according to Henke (1967, p. 275). Regarding 

negative attitudes Henke (1967, p. 275) indicated that the 
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"disadvantaged" child has a poor acceptance of criticism. 

The implications for effective communication and effective 

performance in the educational envirorunent is that the "bi

lingual disadvantaged'' child seldom experiences the rein

forcing properties associated with the attainment of the 

goals of the educational process. Rather, the conflict be

tween personal goals becomes intensified. The result of 

this intensification of the basic conflict of the "disad

vantaged" child's negative attitudes in relation to educa

tional goals is an intensification of the negative attitudes 

deriving from the inadequate self-concept. Essentially, 

the negative attitudes or response patterns accruing to the 

"disadvantaged bi-lingual" child mitigate against his ac

ceptance of criticism. However, the educational process by 

definition is evaluative. In the process of evaluation 

educators provide informative feedback (i.e., evaluative 

criticism) concerning the child's educational performance. 

That is, educators functionally provide constructive crit

icism. However, the "disadvantaged bi-lingual" child's re

sponse to criticism intensifies the conflict between the 

educational process and the "disadvantaged bi-lingual" 

child's negative self-concept. An outcome of the "disad

vantaged bi-lingual" child's conflict in the educational 

environment is its effect on the child's motivation. There

fore, before discussing the definitions regarding self

concept, the topic of motivation will be addressed. 
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Motivating the Disadvantaged Child 

According to Olsen (1965, p. 81) moat lower socio

economic group parents desire the benefits of education for 

their children. However, these parents are often distressed 

by large family group pressures and day-to-day socio-economic 

problems which impede effective communication of this de

sire to their children. Ausubel (1963) stated "People who 

live precariously from hand-to-mouth develop to some ex-

tent the values which grow out of such an existence." 

{p. 457) What is communicated is the more immediete prag

matism of learning which relates to immediate and physical 

financial rewards rather than knowledge for its own sake. 

Douvan (1956, p. 223) provided substantive empirical sup

port for this notion. According to Douvan'a experiment 

the test situation promised rewards that were direct, im

mediate, practical, and meaningful. Deprived children 

responded at a higher level than where such rewards were 

absent. In addition, Ausubel (1963) provided conceptual 

support for this data. He conceded that" ••• culturally 

deprjved children typically manifest little intrinsic mo

tivation to learn." (p. 460) Ausubel attributed the "dis

advantaged" child's lack of motivation to the family and 

cultural environments where learning for its own sake is 

not a conspicuous value. Consequently, there is not an 

antecedent tradition for scholarship. This lack cf Rcho

larly attitude can be associated with the emphasis on the 

pragmatic and immediate rewards discussed by Douvan. 
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Therefore, as Olsen (1965, p. 179) noted education does have 

value for the above defined "disadvantaged" family. However, 

Olsen's position favored the immediate and pragmatic motives 

associated with the educational process. While Olsen (1965) 

would suggest a technical-vocational program such 8 program 

still incorporates gratification deferral, though in a more 

limited temporal context. Thus, a technical-vocational pro

gram satisfies the "disadvantaged" child's immediate and 

pragmatic motivational structure " ••• because he ~news 

that such improvement through education will give him a 

better consumer life." (p. 81) However, as will be devel

oped below, the "disadvantaged" child's immediate and prag

matic motivational needs can be met by incorporating an im

mediate physical payoff to the "disadvantaged" child in 

support of the formal academic procees. This supporting 

program of imn1ediate, physical payoffs will be detailed in 

the methods section. By meeting the "disadvantaged bi

lingual" child's immediate and pragmatic motives the above 

described self-concept deficiencies may be remediated. 

The "disadvantaged'' child's deficient self-concept 

tends to place him in conflict with the informative feed

back provided by the formal educational process. A more 

thorough discussion of self-concept follows. 

Defining Self-Concept 

According to Jersild (1952) " ••• the self is 8 

composite of thoughts and feelings which constitute a 
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person's awareness of his individual existence, his concep-

tion of who and what he is." (p. 9) The self-concept of 

the "disadvantaged" child is probably the most critical 

area of concern for the educator today because it is one of 

the areas where the "disadvantaged" child differs markedly 

from the "advantaged" child. Henke (1967, p. 274) pointed 

out that the "disadvantaged" child has difficulty realizing 

his personal and self-worth. As indicated above, his per

sonal feeling of inadequacy is related to the lack of com

munication and encouragement of the parents, as well as 

visible differences between the "disadvantaged" child end 

his middle-class teachers. As indicated by Henke (1967, p. 

274) a major outcome of the inadequate self-concept of the 

"disadvantaged bi-lingual" child is hypersensitivity to 

criticism. This may be conceptualized as a negative and 

inappropriate response pattern by the "disadvantaged bi

lingual" child to the informative feedback characteristics 

of criticism. Thus, this child is resistant to personal 

growth via the educational and socialization processes. 

Essentially, the "disadvantaged bi.-lingual" child cannot 

adequately respond positively to constructive criticism 

from institution authorities nor is he inclined to attempt 

self criticism. Henke (1967, p. 274) noted this difficulty 

and indicated effective self evaluation is further restrict

ed according to his observation that the child is convinced 

be cannot achieve commendable goals with the socio-educational 

environment. Snyder (196S,·p. 242) furthered self-concept 
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theory to include the dependance of the child on the concept 

others have of him. If he perceives a significant person, 

such as his teacher, considers him bright and productive, 

the child's pliable self-concept will benefit. The benefit 

is that the child will tend to evaluate himself in a more 

positive manner. Thus, as Snyder (1967, p. 275) indicated, 

the child's self-concept is malleable and is influenced 

by sources other than his familial and sub-cultural socia

lization. Implicit in this notion is that the self

concept is not a unitary psychological concept. Rather, 

as previously indicated, the self-concept is composed of' 

dimensions based on self evaluation. 

According to Kinch (1963) self-concept is 11 
••• the 

organization of qualities that the individual attributes to 

himself in varying situations." (p. 481) As Fitts (1965, p. 

1) indicated, one's self-concept is influential in its effect 

on the individual's behavior as well as being directly re

lated to the individual's general personality. As an exam

ple, persons who evaluate themselves as undesirable, worth

less, or "bad!' tend to act accordingly. In addition, indi

viduals with an unrealistic concept of themselves tend to 

approach life and other people unralistically. Consequent

ly, a knowledge of both how the individual perceives himself 

and the dimensions of self perception is useful in defining 

the program goals and their effect on the indi vidtu.! 's 

evaluation of his personal worth. As indicated above, the 

prominent feature of the "disadvantaged'' cbild 's self-concept 
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is his difficulty in initiating self-criticism and accepting 

the informative feedback of the educational process. 

Statement of the Problem 

It follows from the above that socio-cultural differ

ences in the home environment tend to result in different 

self-concepts for the "disadvantaged." For the "disadvan

taged" person the self-concept is different in terms of the 

individual's needs end motives. The main feature of the 

"disadvantaged" individual's self-concept is the need for 

immediate and physical payoffs (i.e., a lack of gratifica

tion deferral). Consequently, this type of self-concept is 

in conflict with the long-term psyoffs associated with the 

educational process. At issue is whether a program can be 

devised which meets the needs of the "disadvantaged" within 

the framework of the formal educational process. However, 

such a program would not be a formal technical-vocational 

program. Rather, such a program would be one which should 

be incorporated within the regular classroom curriculum. 

This proposal addresses several questions. One ques

tion is whether the "disadvantaged Chicano" child has a 

quantifiable difference in self-concept from the middle

class Anglo student. Another question is whether an educa

tional program which incorporates a system of immediate 

payoffs will affect the aesthetic aspects ot the indivi

dual's class projects. In addition, whether such a program 

will tend to reduce self-concept differences between the 
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Chicano "disadvantaged" student and the middle-class Anglo 

student is in question also. The hypotheses to be tested 

are as follows: 1) There is a psychometrically defined 

difference between the self-concepts of the Chicano "dis

advantaged" and middle-class Anglo students, 2) A 

program which incorporates more immediate and physical 

rewards will improve the aesthetic aspects of Chicano 

"disadvantaged" and middle-class Anglos' class projects, 

3) As a result of a program providing immediate physical 

rewards any psychometrically defined differences between 

Chicano "disadvantaged" and middle-class Anglo group 

self-concepts will be reduced. 



CHAPTER II 

METHODOLOGY 

Subj~cts 

The subjects were fifty-three high school students 

enrolled in the art courses at New Deal High School. 

One half of these students were "bi-lingual disadvantaged" 

and the other half were middle-class Anglo. 

New Deal is a rural town of approximately one hundred 

families consisting of two small stores, cafe, post office, 

and two service stations which serve as both market place 

and a place of social congregation. The school has approx

imately 750 students who come mainly from outlying farms 

around the town. 

Psychometric Device 

The psychometric device used was the Tennessee Self

Concept Scale Counseling Form (TSCS). The TSCS measures 

the individual's self-concept in terms of the individual's 

perception of his identity (what he is), of his self

satisfaction (how he accepts himself), and of his behavior 

(how he acts). Each of these three personal dimensions is 

measured across six intrapersonal dimensions. These six 

intrapersonal dimensions are : 1) the physical self, 2) 

moral-ethical self, 3) personal self, 4) family self, 

5) social self, and ~) self criticism. In addition, there 

is a general self esteem score. Fitts (1965, p. 3) defined 

17 



18 

these dimensions of the self-concept in the following 

manner. The Identity measure indicates what the individual 

is as he sees himself. The Self Satisfaction measures re

flects the individual's level of self acceptance, i.e., 

self satisfaction. The Behavior score suggests the indi

vidual's perception of the way he functions. 'rhe measure 

of Physical Self suggests the individual's perception of 

his physical appearance and skills. The Moral-Ethical 

Self indicates the individual's feelings of being a "good" 

or "badn person. The Personal score indicates the indivi

dual's sense of personal worth. The Family Self score re

flects the individual's feeling of adequacy as a family 

member and self perception in reference to the individual's 

immediate social associates. The Social score indicates 

the individual's sense of personal adequacy in terms of 

social interaction with other people in general. 

Description of the Experimental Program 

The experimental program utilized the medium of pottery 

in the formal art classes to provide immediate and tangible 

rewards. This experiment consisted of an eight week program. 

The general purpose of the program was to develop both skill~, 

aesthetic appreciation, and cultural appreciation of the 

pottery medium. The eight week program was segmented into 

two week blocks. The first two week block emphasized the 

basic technical skills associated with the medium. This 

two week period provided a historical and cultural back-



ground concerning pottery. The second two week block em

phasized basic sculpture. Approximately half-way through 

the program an exhibit-sale was held at which time the 

students had the opportunity to sell their class projects 

for a modest price. The third two week block emphasized 

decorative pottery jewelry. At the end of the program 

another exhibit-sale was held. 

Methods 

Prior to the above described program the TSCS was 

administered. Pre-test administration was three weeks 

before the initiation of the experimental program. This 

assured that the TSCS self-concept measures were free from 

experimental contamination in terms of test reactivity and 

accurately reflected the student's prior self-concept di

mensions. The post-test administration of the TSCS was 

the last day of the experimental program. Test reactivity 

is not an issue at this time because one of the purposes 
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of the experimental program was to measure the immediate 

effects of this program on self-concept differences between 

''disadvantaged'' Chicanos and middle-class Anglos. In 

addition, the following methodological controls were main

tained. These control procedures were utilized: project 

grading, motivation, psychometric, and statistical controls. 

Grading Controls 

Grading controls were instituted for purposes of 

grading reliability. This provided a control against a~y 



unintentional bias by the program administrator. Grading 

controls were accomplished by having each class rate the 

other class's projects. The rating scale ranged from "r'' 

20 

to "z." This range provided a nine point scale which was 

utilized for both the project grade and exhibit-sale price. 

The actual formula will be discussed in motivation controls. 

However, the lower range limit, or "r" was equivalent to 

c- and "z" was equivalent to a+. The students were not 

aware of this grading formula. For grade assignment pur

poses the average of the ratings was utilized. In this 

case "r" was equivalent to one and ''z" was equivalent to 

nine. In the interest of professional art education eva

luation the program administrator independently rated each 

project prior to developing the student's average rating 

per project. In the case of a full grade point difference 

between the administrator's rating and the student's rating 

the grade was the average between the two. This served not 

only for exhibit-sale purposes but also for classroom grade 

purposes. 

Motivational Controls 

Motivational controls were in the form of project sale 

price. The project sale price was based on the project 

grade derived from the previously described rating proce-

dures. This formula is as follows: c- = $1.00, c = $1. so, 

C+ - $1.75, B- - $2.00, B = $2.50, B+ = $).00, A - $).50, 

A- - $3.00' A+ - $4.00 up. The sal_e price based on project -
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grade provided the incentive for studAnts to perform well 

on their projects. In addition, the sale price provided the 

immediate physical rewards which are a primary source of 

motivational goals for the "disadvantaged". Consequently, 

by independent rating based on price assignment to the pro

ject, the self-concept should be enhanced in terms of the 

person's realization of the self worth both aesthetically 

and intrinsically. 

Psychometric Controls 

The psychometric controls were those previously dis

cussed in terms of pre-testing and post-testing. 

Statistical Controls 

The statistical design for analysis of self-concept 

data was the split-plot factorial analysis of variance. 

(Kirk, 1968, p. 256-283) The between variable was ethnic 

group (Anglo and Chicano). The within variables were TSCS 

dimension scores (T-scores) for pre-experimental program 

and post-experimental program TSCS T-scores on the fourteen 

TSCS self-concept dimensions. The dependent variable for 

the between and within variables was the T-score for the 

individual's response pattern on each of the fourteen TJCS 

dimensions. There were two levels of the between variable 

and two levels of the within variable. Using KirK's (1968, 

p. 256-283) format this statistical design is designated 

SPF-2.2. Computational procedures were in accordance to those 
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for the appropriate computational design designated as SPF-

p.q. This statistical analysis assumes an equal number of 

subjects per cell in the design. Total program ethnic com

position was fifteen Chicanos and twenty-eight Anglos. To 

reduce the number of subjects in the Anglo sample, the fol

lowing procedure and decision rule was developed and util

ized. The pre-experimental program Anglo group data for the 

Overall Self Esteem Dimension were utilized because Fitts 

(1965, p. 2) designated this dimension as the most important 

of the fourteen scores on the TSCS. These scores were 

arithmetically summarized to yield the mean and standard 

deviation. The decision rule for including an Anglo sub

ject's post-experimental TSCS data was whether his overall 

self esteem score was within plus or minus one standard de

viation of the pre-test me8n. This range assured inclusion 

of the middle sixty-five per cent of the Anglo subjects. 

Further, it assured the exclusion of any extreme scores 

which random selection procedures might have included. The 

test of homogeniety of variance for both ethnic group dats 

on the Overall Self Esteem Dimension was not significant and 

indicated the homogeneity assumption for an analysis of 

variance was met. This procedure further assured that only 

the central sixty-five per cent of the Anglo sample was in

corporated into the analysis. 



Experimental Program Methodology 

Basic Techniques of Hand Construction 
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The first two weeks of the program consisted of the 

viewing of slides and pictures of Mexican and Indian pottery, 

discussion of the methods of pinch, coil, and slab building 

used by the Indians, and the proper construction of pottery. 

Students were presented with basic technical knowledge so 

their projects would not crack and would not fall apart 

during the firing process. Surface design and form of 

objects from slides was discussed. In addition, many visual 

materials such as slides and books were made tJVailablc in 

the classroom for constant reference by the ~tudents. These 

materials emphasized the Mexican and Indian methods of pot

tery construction and glazing. The objectives of this first 

two week period were: 1) To develop a basic knowledge of 

hand techniques of construction, 2) To develop an apprecia

tion of historic methods of pottery construction, 3) To 

develop an appreciation of and a beginning knowledge of hand 

craftsmanship. 

During this second week of the two week period slides 

and books were shown to the students to emphasize to the 

Chicano and to the Anglo student the cultural origins of the 

medium. The different designs on the Indian objects and the 

meaning of these designs was discussed for the purpose of 

information, for the purpose of enhancing the students in

terest in the medium, and for the purpose of emphasizing an 
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appreciation of pottery as a part of the culture cf the 

people who construct it. The objective~ of the second week 

of this two week period were: 1) To develop en apprecia

tion of ethnic art through presentation of visual materials 

such as slides and books, 2) To present the relationship 

between art and the cultural history of the Indians and 

Mexicans who produced it through discussion of historic 

designs used to enhance the pottery, and 3) To provide 

the opportunity for students to develop an appreciation of 

modern examples of pottery through visual delivery of illus

trative materials. 

Continuation of Refinement of 
Basic Techniques of Building 

Currently completed container projects were discussed 

and improvement of the form and design of each piece was 

emphasized. Films and visual material on firing, creative 

ceramics, and glazing were presented. This media delivery of 

the above information was presented to further the class's 

improvement of basic construction skills and appreciation of 

the aesthetic· value of pottery as a medium. Examples of 

sculpture and bas-relief sculpture from Mexican, pre-

Columbian, and Indian cultures were presented to the class 

to emphasize the function of the sculpture and to provide 

information about the life of the peoplA who produced it. 

The purposes of this two week period were: 1) To illus-

trete that art is both functional and creative growth of the 



life of the people who produce it, a way tc show feelings 

about events, customs and religious values, 2) To develop 

an appreciation of the cultures and values of other people. 

The last section of this two week period emphasized 

increasing skill through discussion of the positive and 

negative aspects of projects constructed to this point. 

The exhibit-sale was held at this time. The students were 

given the option of selling their projects at the exhibit-

sale which was meant to impress on them the intrinsic value 

of art in general and their work in pottery specifically. 

However, the pro[ram was conducted during the semester of 

Christmas and most students either expressed the desire to 

keep their projects themselves or to give them for Christmas 

gifts. This was an indication of the success of the program 

in the area of motivation. The fact that the students ex-

pressed the desire to give the projects as gifts was an 

indication of the pride the students felt in their own work. 

Continuation of Discussion of Dif
ferent Techniques or Pottery Glazine 

During this last part of the program the emphasis wa~ 

on the construction of pottery jewelry and the different 

methods of painting and glazing these objects. The purposes 

of this section were: 1) To emphasize imagination in pro

ducing pottery pieces, 2) To encourage the combining of 

pottery with other objects for the construction of jewelry, 

and 3) To encourage the use of other objects for the pur-
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pose of texture on jewelry and other pottery pieces. 

After the end of this period another exhibit-sale was 

held in which the student could exhibit all his projects 

from the unit on pottery. Again, there was little interest 

shown by students in selling their projects. As mentioned 

previously most students had verbally expressed their desire 

to keep their projects themselves or to give them as gifts. 

However, the students were very interested in exhibiting 

their projects and were encouraged by the appreciation the 

parents and the community showed for their accomplishments. 

Project Rating Procedures 

The procedure used for determining the overall aesthe

tic development of the Chicano and the Anglo students' work 

was based on slides of the students' projects. These slides 

were presented in a randomly mixed order with only a number 

to identify the student. The seven raters were all either 

high school art teachers, or had previously taught high 

school, except for one. This latter rater was a college art 

teacher. The rater reliability for the group was .66 as 

determined by the Spearman-Brown Prediction Formula. (Weiner 

1962, p. 127) The work viewed by the rf• ters included the 

fifteen Chicanos and the fifteen Anglos who were selected 

according to the previously described decision rule. The 

raters judged each of the thirty students• work on a scale 

of one to four with one being the lowest rating and four the 
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highest. The raters were asked to rate each student's work 

on the basis of the following criteria: 1) A perceivable 

advancement in the unity of form, "Unity of form suggests 

an image whose structural characteristics of all existing 

parts cooperate in a proportionality to the whole perceived 

object itself," according to Collier. (1967, p. 162-163) 

2) A perceivable advancement in texture--either visual or 

tactile, and 3) A perceivable advancement in inventiveness 

or originality. 

These criteria were cho0en to determine the relation

ship of the aesthetic advancement of one group as compGred 

to the other. Consideration that subjects were novices in 

the medium of pottery, that the program was experimental, and 

that the scores from the 8elf-concept scale indicated a fine 

grained analysis of the students' work was not warranted. 

However, it should be noted a program that could run for 

a period of several semesters would be better suited to a 

fine grain analysis of the advancement of each individual 

in the program and would be more likely to be able to 

achieve a change in self-concept scores. 



CHAPTER III 

RESULTS 

Self-Concept 

The results of the analyses of variance for the 

fourteen self-concept dimensions indicated no significant 

differences for either pre-experimental or post-experimental 

program effects. However, there were significant ethnic 

differences on nine of the fourteen self-concept dimensions. 

The dimensions having significant ethnic differences were 

Self-Criticism (F=l8.8S, p .05), Physical Self (F=5.58, 

p .OS}, Moral-Ethical Self (F~ 9.29, p .01), and Certainty 

of Total Self-Perception (F=l7.53, p .01). 

Project Rating 

The results of the analyses of variance for the 

project ratings resulted in significant differences between 

ethnic groups. (F=4.88, p .02) The significance of this 

main effect is supported by the ethnic group and rating 

criteria. (F=l5.27, p .00001) Rater reliability was deter

mined by the Spearman-Brown Prediction Formula. (Weiner 1962, 

p. 127) The reliability of raters was highly reliable and 

accounted tor .92 per cent of the variance associated with 

the raters. 
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CHAPTER IV 

DISCUSSION 

Self-Concept 

The self-concept data indicated differences for the 

ethnic main effect on nine of the fourteen dimensions of 

the TSCS. The first of the dimensions concerned differences 

between ethnic groups for self-criticism. The Anglo group 

was slightly above average while the Chicano group was 

slightly below average (mean=50.39) where the average T

soore is 50. These results indicate that the Chicano group 

tended to be less open to self-evaluation. While extremely 

low scores on this dimension indicate defensiveness, the 

present data only suggests a cultural cohesiveness which 

excludes the middle-class Anglo notions of constant self

criticism and self-evaluation for purposes of conforming 

to the dominant Anglo ethic. That is, the Chicano group 

considered themselves as being more in accord with their 

group ethnic than the Anglo group. Substantive support for 

this notion is the significantly higher Chicano group score 

for the Overall Self-Esteem Dimension. This difference 

suggests that the Chicano group tended to consider them

selves as having more personal worth and confidence, as 

well as acting accordingly. It is interesting to note 

that this data contradicts Henke's (1967, p. 274) position 

that the "disadvantaged" child has difficulty realizing his 
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personal worth and self-esteem with a resulting feeling of 

personal inadequacy. These contradictory data may be due 

to the rural environment of the subjects as opposed to the 

urban environment of subject samples in Henke's data. It 

is difficult to reconcile these differences simply on the 

"extended family" concept as Riessman (1962, p. 36) suggested. 

Rather, the "extended family" environment and ethno-cultural 

characteristics of the rural Chicano may be leas complex 

and more explicitly defined. Furthermore, casual observa

tion indicates that the present rural Chicano sample tends 

to restrict their extra-curricular social activities to the 

home, the singular and consistent place of social congre

gation within the small hamlet New Deal. The Anglo group, 

however, bas more mobility due to individual access to 

automobiles. Such mobility allows a more frequent exposure 

to the urban social value structure of the Lubbock metro

politan area. Such exposure to the diversity of personal 

and social roles of the urban environment would require 

learning and mastery of more diversified and complex social 

roles. It follows that a more amenable attitude toward 

self-evaluation for epistemic purposes would be necessary 

to realize a sense of personal worth and social role mastery. 

The result would be a later development of the Overall Self

Esteem Dimension in the Anglo subjects due to the diffused 

and complex demands for social attainment. Apparent substan

tive support for this interpretation accrues from the more 

specific dimensions of the self-concept which were signlfi-
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cantly higher for the Chicano subjPcts. A critical dimension 

is that of Self Satisfaction. Chicano scores were signifi

cantly higher on this dimension indicating a higher level 

of self acceptance in terms of their 9elf perception and 

satisfaction with their feelings concerning perception of 

the self. The same trend was evident for the Behavioral 

Dimension. That is, Chicanos were more aware and accepting 

of the perception of their behavior and the manner in which 

they function. Additional substantive evidence is the 

significantly higher Chicano feeling of adequacy as a person 

on the Personal Self Dimension. Chicanos felt more adequate 

in their relationships with others. The fact that the 

Chicano data approximated the normative mean on this di

mension suggests that perceptions of self worth and personal 

adequacy are relatively crystallized and well established 

for this rural Chicano group. This conclusion is supported 

by the significantly higher Chicano score on the Certainty of 

Self Perception Dimension which was slightly above the 

normative mean. 

The Chicano self perception is further significantly 

better structured in terms of the Physical Self, Moral

Ethical Self, and Family Self Dimensions. That is, the 

Chicano group tended to be more cognizant of their physical 

abilities and skills. In addition, the Chicano group had 

a significantly higher evaluation of personal perception in 

terms of feelings of being a_ "good'' or "bad" person and 
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acceptance of this self evaluation. These dimensions pro-

bably reflect the influence of the ''extended family" structure 

which characterizes rural Chicano children. Support for this 

contention is provided by the significantly higher scores for 

the Chicanos" Family Self Dimension. That is, these children 

have higher feelings of personal worth and adequacy as both 

family members and members of small intimate social groups. 

The higher self perception of adequacy as a member of in

timate social groups results from the tendency for thes~ 

Chicanos to restrict their social interaction to Chicano 

peers outside the formal educational environment. The above 

results indicate a more crystallized self-concept for the 

rural Chicano children in this study. Consequently, this 

stabilized self structure would mitigate the i~pact of ~bert

term educational programs which attempt to restructure and 

modify the individual's self-concept toward the values and 

goals of the middle-class Anglo. 

The experimental program did not reduce significant 

differences between Anglo and Chicano mastery of the art 

medium of pottery as indicated by the raters' evaluation of 

student projects. However, the program was a motivational 

success in the exhibit-sale aspect of the program since the 

students were not willing to sell their projects. The reasons 

indicated for this were pride in wh~t they h~d produced and 

that the students were planning to use these projects for 

Christmas gifts. These differences are illustrated in Fig. 10. 
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This is interesting because an integral property of the ex-

perimental program was an emphasis on the Latin history and 

cultural influence on pottery as an art medium. A possible 

difficulty is the investigator's observation of dispropor

tionate absenteeism in the Chicano students. This could 

retard the effects of the emphasis placed on the Latin his

torical and cultural aspects of pottery as an art form. In 

addition, such absenteeism could reduce the impact of this 

cultural emphasis in a program of this brief duration. Sub

stantive evidence is reflected for this interpretation by 

the raters average rating for both ethnic groups. However, 

a program such as art or many other academic disciplines 

using cultural material and an emphasis on Latin culture 

and heritage should be instituted at a lower grade level 

and become an on-going program. This would be more effec

tive at the lower grade levels where the Chicano child does 

not have such a crystallized perception of himself. It is 

the investigator's considered conclusion, after observing 

the short term experimental program that the instituting of 

such a cultural program would be amply beneficial to the 

student. The observation was that even though there was no 

statistical difference shown in perception of self in the 

experimental program the Chicano students did indicate 

verbally more of a feeling of acceptance in the classroom, 

more willingness to interact, and seemed to feel the teacher 

accepted them as well as the Anglo student since the focus 
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or the program was on material with which the Chicano could 

identify. The Chicano students indicated through their 

verbal interest in the material presAnted that they under

stood their heritage and culture were being appreciated And 

accepted and, as a result, the Chicano students were more 

willing to interact with and try to accept the Anglo view. 

It should be noted in Fig. 10 that the raters' evaluation 

or student projects for all three rating criteria average 

in the area of the rating value two on a four point scale. 

Additional support is offered in term~ of rater group com

pos! ti on where six of the seven ra tr;rs were either currently 

employed as high school art teachers or had had prior public 

school experience in teaching art. The implication for tnese 

results will be addressed in the Conclusion section. 

The significant interaction for ethnic group and the three 

rating criteria provides some support for the perceptual dif

ferences discussed by Deutsch (1963, p. 164). That is, 

raters evaluated Chicano projects for the visual-tactile 

(textural) properties and originality lower than the Anglo 

group. This result would appear to support Deutsch's pre

viously discussed notions concerning the lack of exposure to 

variegated perceptual stimuli such as toys, household objects, 

and objets d'art. The lower Chicano originality on projects 

may result from the lack of familial encouragement for indi

viduality and the lack of opportunity for creative ot:tlets in 

the "disadvantaged" home. However, an interesting result is 

the tendency for raters to evaluate Chicano projects higher 



for the form criterion. This rating criterion stressed the 

physical proportionality, i.e., the parts in relation to 

the whole. Perceptually and cognitively, form is the more 

physical and concrete property of an art form. It should 
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be emphasized that form is the primary and the most concrete 

aspect of the medium of pottery taught to novices. In 

addition, form is necessarily the initial property of the 

medium of pottery which is mastered by the student. This 

alone does not explain the discrepancy between Chicano and 

Anglo ratings in the areas of form as well as texture and 

originality. However, when the perceptual and learning 

deficits of the "disadvantaged" home and its emphasis on 

the physical and tangible are considered, it follows thft 

the "disadvantaged" child would tend to emphasize mastery 

of the physical and concrete aspects of an educational 

program rather than the more conceptual and abstract pro

perties such as texture and originality. However, the 

middle-class Anglo home tends to stress the abstract and 

individuality of self expression and, consequently, the 

Anglo students scored higher on these criteria. The above 

suggests an implication for educational programs dealing 

with the "disadvantaged" such as the rural Chicano. This 

implication is that the physical and concrete properties 

of an educational program should be initiated early in 

the formal educational process to allow the ''disadvantaged" 

student educational mastery at an early stage in his formAl 

educational experience. Such mastery would provide early 



36 

positive reinforcement which would be associated with the 

educational process. As a result of such reinforcement the 

"disadvantaged" individual would be more likely to exper

ience feelings of self-worth and self-esteem associated 

with the educational process early in the educational 

program. However, these data suggest the need for educa

tors to encourage and provide opportunities for the "dis

advantaged" student to master the abstract and creative 

aspects of an educational program also. It follows that the 

abstract and creative properties would need to be intro

duced in a rudimentary manner since the "disadvantaged" 

home is deficient in these properties. As Havighurst 

wsa previously quoted as indicating " ••• the "disad

vantaged" child is physically oriented. Consequently, 

the child prefers behavioral rather than conceptual solu

tions." (1964, p. 214) The higher rating for Chicano 

students on the form criterion seems to cupport this con

tention. The educational program can capitalize on the 

Chicano child's behavior-oriented experiences by providing 

many opportunities for physical reactions to the educa

tional program while also incorporating opportunities to 

expand the child's mastery of the more abstract and cre

ative dimensions of the educational process. 



CHAPTER V 

CONCLUSIONS 

Several conclusions and implications concerning the 

"disadvantaged" rural West Texas Chicano can be drawn from 

this study. One of the major implications concerning the 

rural Chicano is that the self-concept data do not support 

the previously cited data for the "disadvantaged" indivi

dual's self-concept. The implication is that broad conclu

sions concerning urban ethnic groups' self-concept do not 

necessarily apply to the rural Chicano in the West Texas 

area. Rather than the disorganized individual who lacks 

self-esteem and feelings of self-worth, the rural "disad

vantaged" Chicanos in this study had a more crystallized 

and stabilized self-concept than did the middle-class Anglo 

students. The implication for educators is that the rural 

"disadvantaged" develops a more stabilized set of self

perceptions and self-evaluations earlier than the rural 

middle-class Anglos. However, this may be due, in part, to 

the tendency for the rural Chicano age level to be higher 

than the Anglo students as a result of starting school later, 

grade failure because of absenteeism, and itenerancy. In 

addition to these factors, the rural Chicano tends to have 

fewer and less diffused social roles which results in an 

earlier crystallization of the self-concept. Also, these 

Chicano children come from larger families in most instances. 

The families encourage the older children to take responsibi-
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bility for younger ones and discourage the development of 

general social individuality. Consequently, these children 

have a clearly defined role in the family and a better 

crystallized self-concept than the Anglo child who is not 

always encouraged to be responsible in this way. The im

plications for formal secondary educational programs deal

ing with the rural Chicano is a recognition of his rela

tively well crystallized self-concept and his emphasis on 

the physical and concrete properties of the educational 

process as well as his deficits in the abstract and creative 

properties. Considering the relatively crystallized self-

concept of the rural Chicano the formal educational environ-

ment effort to radically modify self-perceptions would re-

quire an extensive and long-range program to achieve any 

measure of success if any modification could, in effect, 

be achieved in the upper grades. Rather, the formal educa-
\ 

tional environment should, as previously indicated, provide 

a concrete program structure and provide rudimentary oppor

tunities to master the abstract features of an educational 

program. The demands for creative and abstract educational 

performance needs to be at a lower level than those that 

characterize the middle-class structure of secondary educe-

tiona! programs. Thus, the educator may discover the need 

to present the same material in both a rudimentary as well 

as a more complex manner when dealing with ethnically mixed 

classes in secondary education programs. -------It is the investigator's contention that the use of 
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cultural material which helps the Chicano student feel pride 

in his heritage, a knowledge of, and relDtionship to his 

culture would tend to mediate the child's problem in accept

ing the informative feedback of the educational process. 

The similarities of achievements of races, the unique as

pects of particular cultural contributions to world know

ledge, contrasts and similarities of problems each culture 

has faced and the solutions they have found to these pro

blems could be discussed in many school disciplines. This 

area could be a rich source of enrichment for the Anglo as 

well as the Chicano child and also cGuld be a beginning 

for the establishing of values for the child. As menticned 

earlier, this type of program could be effective if begun 

in the lower grades when the self perception of the Chicano 

child is not so well crystallized. Such a program would 

have to be a continuous on-goine program. As indicated by the 

short-term experimental program the effects could te achieved 

only over a long period of time--preferably a year. 

The investigator contends that the inclusion of cultural 

material could also help overcome the Chiceno tendency to be 

less open to criticism. This Chicano tendency may derive 

from the feeling that the Anglo educatiunal environment 

attempts to force the Chicano to conform to the dominant 

Anglo ethic. Enforcing this conformity is, essentially, 

saying that the Chicano is not as worthy as the Anglo. Thi:J 

inclusion of material indicating apprecibtion of the Chicano 



culture would be communicating, in essence, that the Anglo 

teacher appreciates the Chicano view, the Chicano cultu1~, 

and Chicano achievements. Consequently, the Chicano child 

would have a basis for viewing himself as worthy and not 

be overwhelmed by pressure to conform to the middle-class 

Anglo ethic. 
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The lack of individualism and self concern as discussed 

by Riessman, (1962, p. 37) seems to be exhibited by the "dis

advantaged" Chicano child on the raters' scores in the area 

of creativeness and texture. The Chicano students scored 

lower in these areas, but scored higher on form which is the 

more concrete aspect of the medium of pottery. This also 

lends support to Havighurst's (1962, p. 214) contention 

thbt the "disadvantaged!' child is oriented toward behavioral 

solutions rather than conceptual solutions. The areas of 

texture and creativeness do require more conceptualization 

than the area of form, and, as has been discussed previously, 

the ''disadvantaged" child has had less opportunity and less 

encouragement for behavioral and immediate physical action. 

The indication to the formal educational environment seeMs 

to be that the "disadvantaged" child needs more concrete 

examples of any abstract concept then the middle-class 

Anglo child who has been encouraged to conceptualize and 

presented opportunities for abstraction from an early 

age. The use of concrete examples would tend to reinforce 

and enrich the dearth of information and language skills 



the "disadvantaged" Chicano child has to overcome to func

tion effectively in the formal educational environment. 

The emphasis on the child's own Latin cultural heritage 

and emphasis on the achievement and pride of this heritage 

should enrich the child's knowledge while, hopefully, 

giving him more of a sense of his own relevance in the 

scheme of things. Such an introjection of Latin cultural 

information would reduce the Chicano child's feeling of 

being an outsider in a middle-class Anglo world. The 

Ch)cano child should not feel the educational environment 

is something he bas to endure until he is of legal age to 

terminate his public education. Also, the Anglo child 
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who tends to treat the Chicano child as an outsider should 

be made aware of Latin heritage and culture. Hopefully, 

this child will benefit from this knowledge as much as the 

Chicano child. As mentioned previously, this material 

could be a rich source for impressing on the child the 

different methods of dealing with life's problems and 

could be very beneficial in helping both Anglo and Chicano 

children to form beneficial lifetime values. The observa

tion of the relatively unfocused view these rural children 

as a whole have of themselves indicates the necessity for 

programs which stress decision-making, the establishing of 

essential basic values for dealing with life, and programs 

which stress the development of a healthy feeling of self

esteem and self-worth. 



As a result of the present study the following areas 

seem to warrant investigation. A comparative study betWP0n 

rural and urban Chicanos would establish the differences 

and similarities between the groups. Larger samples of 

urban and rural Chicanos should be studied for the purpose 

ob obtaining information about the self-concept of ethnic 

minority students. As mentioned earlier, it would be 

beneficial to observe a similar program over a much longer 

period of time--at least two semesters to see if same 

change in self-concept could occur with other art experiences. 

It would be interesting also to note if such a program could 

affect the self-concepts and values of the Anglo students 

over a longer period of time. 
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APPENDIX A 



Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx Test 
Period 

Bx Subjects Within 
Groups 

Total 

TABLE 1 

SELF-CRITICISM 

ss df 

1118.02 1 

2524.07 28 

16.02 1 

109.35 1 

1411.13 28 

5178.58 59 

MS 

1118.02 

90.15 

16.02 

109.35 

50.)9 

-----....,r-.,..-----------------··~·----*P L .05 
**P L .01 

TABLE 2 

OVERALL SELF-ESTEEM L~VEL 

Source ss df MS 

Ethnic Group 442.82 1 442.82 

Subjects Within 
Groups 3237.7 26 11.5.63 

Test Period 176.82 1 176.82 

Ethnic Groupx Test 
Period 88.82 1 88.82 

Bx Subjects Within 
2128.9 28 76.03 Groups 

Total 6074.98 59 

* p L .0$ 

45 

F 

12.40** 

.)1 

2.17 

F 

).8)0* 

2.33 

1.168 



Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx Tese 
Period 

Bx Subjects Within 
Groups 

Total 

*P L.05 

Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx 
Period 

Test 

Bx Subjects Within 
Groups 

Total 

**P L .Ol 

TABLE 3 

SELF-SATISFACTION 

ss 

1206.02 

1791.47 

1.35 

3.75 

3024.4 

6026.98 

TABLE 4 

BEHAVIOR 

ss 

487.35 

df 

1 

28 

1 

1 

28 

59 

df 

1 

2277.7 28 

46.82 1 

43.35 1 

2465.3 28 

5320.58 59 

46 

MS F 

1206.02 18. 85* 

6).98 

1.35 0.01 

).75 0.0) 

108.01 

MS F 

487.35 5.99** 

81.35 

46.82 0.53 

4J.J5 0.49 

88.05 



Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx Test 
Period 

Bx Subjects Within 
Groups 

Total 

*P L.O$ 

Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx Test 
Period 

Bx Subjects Within 
Groups 

Total 

TABLE 5 

PHYSICAL SELF 

ss df 

707.2 7 1 

35.51.67 28 

68.27 1 

0.27 1 

2)72 .s 28 

6699.93 59 

TABLE 6 

MORAL-ETHICAL SELF 

ss df 

426.67 1 

2281.9 28 

166.67 1 

15.0 1 

3381+. 3 28 

6274· 60 59 

47 

MS F 

707.27 5.58* 

126.85 

68.27 0.81 

0.27 0.0032 

84.73 

MS F 

426.67 5.235* 

81.50 

166.67 1.)8 

15.0 0.12 

120.87 



L6 

TABLE 1 

PERSONAL SELF 

-··· 
Source ss df MS F 

Ethnic Group 889.35 1 889.35 9 59,, •c. • ..1'_-;., 

Subjects Within 
Groups 2597.73 28 92.78 

Test Period 22.82 1 22.82 0.146 

Ethnic Groupx Test 
Period 236.02 1 236.02 1.51 

Bx Subjects Within 
Groups 4386.67 28 156.67 

Total 81J2.58 59 

~**~p__,L-.-:0::-::1-----------------------

Source 

Ethnic Group 

Subjects Within 
Groups 

Test Period 

Ethnic Groupx Test 
Period 

Bx Subjects Within 
Groups 

Total 

**PL .Ol 

TABLE 8 

FAMILY SELF 

ss df 

952.02 1 

2715.73 28 

0.1.5 1 

58.02 1 

2811.3 28 

6537.25 59 

MS F 

952.02 9.82** 

96.99 

0.15 0.0015 

58.02 0.58 

100.4 

---------------



TABLE 9 

DISTRIBUTION SCORE 
CERTAINTY OF SELF-PERCEPTION 

Source ss df MS 

Ethnic Group 2124.15 1 2124.15 

Subjects Within 
Groups 3393.2 28 121.19 

Test Period 312.82 1 312.82 

Ethnic Groupx Test 
Period 220.42 1 220 ·42 

B Subjects Within 
x Groups 4652.) 28 166.15 

Total 10702.85 59 

**pL.Ol 

TABLE; 10 

RELIABILITY OF RATERS 

Source ss df MS 

BP 60.19 29 2.075 

WP 57.83 180 .)21 

bj 10.11 6 

Res 4 7. 72 174 

Total 118.02 209 

F 

17.53** 

1.88 

1.33 

.. 'fEXAS TECH LIBRARY 



t:'Q ,.., 

TABLE 11 

AV OF PROJECT RATINGS 
BY ETHNIC GROUP 

---··,.. 
Source ss df MS F 

Ethnic Group 4.8016 1 4.8016 4.8887 

Subjects Within 
Groups 204.292 208 0.9822 0.2539 

Test Period 0.3460 2 0.1730 0.2539 

Ethnic Group Test 
Period 20.822 2 10.411 15.2 77 

Bx Subjects Within 
Groups 283.498 416 0.6815 

Total 513.7603 629 
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Fig. 1 Self Criticism 
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Fig. 2 Overall Self Esteem 
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Fig. 3 Self Satisfaction 
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Fig. 4 Behavior 
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Fig. 5 Physical Self 
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Fig. 6 Moral-Ethical Self 
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Fig. 7 Personal Self 
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Fig. 9 Certainty of Self Perception 



3.0 

2.9 

2.5 

2.3 

~ 2.1 
0::: 

·c 
(..) 

'• 

V) 

I .... 1.9 

1.7 

1.5 

' ..... 

ANGlO 

..... 
..... 

..... 
..... 

.. 

__ ANGLO 
_____ CHICANO 

61 

..... -~ 
..... --

..... ---' __ ...... -
'----

CHICANO 

ETHNIC GROUPS 

Fig. 11 Ethnic by Criterion 
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