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ABSTRACT 

The purpose of this study was to determine whether a 

relationship exists between the following variables: (1) self-

concept and motor ability, (2) classroom achievement and motor 

ability, and (3) self-concept and classroom achievement. 

The subjects for this study were the fourth through 

eighth grade students at St. Leo's Elementary School located 

in the Oakland School District. 

Firstly, all the subjects were tested by the SRA 

Achievement Series. Scores from each subject area, including 

the composite scores, were accumulated for correlative purposes. 

Secondly, all subjects were given self-concept inventories. 

The Piers-Harris Self-Concept Test and the Coopersmith Self-

Esteem Inventory were used. Scores from each behavioral 

factor, including the composite scores, were accumulated. 

Lastly, movement and coordination were observed during physical 

education. The Champi Motor Survey, a motor skill inventory, 

was used to diagnose clumsiness. Scores were tabulated 

according to deviations noted within motor skill areas. All 

testing was completed within a two month period. 

A t-test was used to determine whether a relationship 

existed between self-concept and motor ability. A signifi-

cant difference was established between the mean self-concept 

score for the motor deficient group and the mean self-concept 

score for the children without motor deficiencies. 
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To determine whether motor ability and classroom. 

achievement were related, SRA scores for the children with 

gross motor deficiencies were tabulated. A t-test was used 

to determine whether a relationship existed between achieve

ment and motor ability. In this test, as well as in the 

preceding test, grade level four had the greater number of 

subjects (7) with gross motor deficiencies; hence, only grade 

level four was used in the t-test. Results determined that 

there was no significant difference between the mean SRA 

composite scores for those children with motor deficiencies 

and the mean SRA composite scores for those children without 

motor deficiencies. 

A correlation matrix was used to determine whether a 

relationship existed between self-concept factors and SRA 

variables. Significant correlations existed between self

concept factors and SRA variables on grade levels five, six, 

and seven. Especially noteworthy was the significant correla

tion existing between the self-concept composite scores and 

the SRA composite scores within these grade levels. On the 

other hand, no correlation existed between any of the SRA 

or self-concept factors on grade levels four and eight. A 

t-test revealed that male SRA and/or self-concept composite 

scores were significantly lower than female composite scores 

in grade levels five, six, and seven. On the other hand, 

male SRA and self-concept composite scores on grade levels 

four and eight were not significantly different than female 
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composite scores. Thus, it is this writer's belief that the 

aforementioned correlations existing in grades five, six, and 

seven were due to poor scholastic achievement by males, 

influencing low self-concept scores. Thus, low self-concept 

in males is a reflection of low achievement, whereas normal 

ability is not detrimental nor related to a child's healthy 

self-concept. 

In conclusion, when education understands the impli

cations of poor motor and scholastic skills upon self-concept, 

then remediation of the deficiencies will contribute to a 

strong and independent self-image. 
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Chapter I 

INTRODUCTION 

Statement of the Problem 

The problems of this study are two in number: (1) to 

determine the effect of movement coordination upon self

concept and (2) to determine the effect of classroom achieve

ment upon self-concept. 

Purpose of the Study 

The purpose of this study is to determine, on the 

one hand, whether a relationship exists between self-concept 

and movement coordination and, on the other hand, between 

self-concept and classroom achievement. 

Significance of the Study 

Elementary school physical education programs are 

designed for the average student. Students with movement 

deficiencies are left to correct the disability by themselves. 

Many teachers are unaware of the specific motor skills 

involved in the child's faulty coordination. Thus, the 

deficiency is left uncorrected. Suitable instruction for 

the skill deficiency, which consists of presenting and 

practicing a series of elemental movements that, when 

synthesized, allow the student to function in a coordinated 

manner. Without these skills, students become easily 
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discouraged when they encounter any particularly advanced 

physical education activity such as, basketball, kickball, 

volleyball, etc. These children stop asking questions; they 

stop attempting to find answers; they stop trying to learn; 

and they are driven to seek new avenues of acceptance. 

In like manner, classroom programs are also designed 

for the average student. Those children experiencing defi

ciencies in reading, for example, are directed into a remedial 

reading program or, in some cases, are ignored and left to 

correct the problem themselves. Consequently, because of 

inefficient teaching methods, many students are graduated 

from high school with a literacy level of a fourth or fifth 

grader. Thus, one sees that many remedial programs are 

inefficient and, like the physical education program, are 

unable to individualize instruction and to remediate those 

problems according to the skills that are diagnosed as 

deficient. Alleviating mental and physical deficiencies 

will enhance the child's growing awareness of himself. 

This current study is an attempt to investigate 

(1) the relationship between deficiencies in movement and 

self-concept and (2) the relationship between classroom 

deficiencies and self-concept. The delineation of findings 

relative to these relationships may influence the quality of 

the individualized instruction given to children experiencing 

problems in both areas and, at the same time, help improve 

the child's self-concept. 



Background of the Study 

The predominant theme of this study concerns the 

relationship existing between individual deficiencies and 

self-concept. 

3 

Educators are first-hand observers of those children 

experiencing physical and/or classroom deficiencies. The 

effect of deficiencies upon self-concept is observed in the 

individuai•s total performance. His performance levels, in 

both physical and classroom skills, affect his peer relation

ships. It is within the social context of peer relationships 

that one can see the effect of deficiencies upon behavior, 

and, hence, upon self-concept. Frustrated by not being 

accepted by the group, the child retaliates. As a result 

other behavioral aspects surface: lying, stealing, crying, 

aggression, distrust, and disbelief. These negative behavior 

patterns become the new attempts at adjustment. The purpose 

of this new behavior is to attain the desired gratification 

of social approval. In not being able to correct his physical 

deficiency, the child hastens public scorn, and his subse

quent behavior expresses disgust and frustration. Hence, 

he strikes back in anger or in passive non-participation. 

Without the tools to correct the deficiencies, either the 

child is unable to cope with peer criticism or his energy 

is wasted on action devoted to social acceptance. Thus, the 

child destroys that which he wholeheartedly seeks: a level 

of performance which is accepted, approved, and reinforced 
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by his peer group. He is denied social gratification, and 

this very denial initiates the necessity to seek new sources 

of adjustment. 

Figure 1 schematically shows the way in which the 

child evaluates himself not only through his performance 

capabilities but also through his classmates reactions to 

his achieved performance levels (Cratty, 1967). As the child's 

peer group reacts to his deficient performance level, the 

child himself evaluates these reactions, which in turn modify 

his subsequent behavior. In this case, the child's actions 

may find new outlets of less socially acceptable behavior. 

Figure 2 is designed to demonstrate that (a) when an 

adequate performance level is accepted and reinforced by 

peer relations, then such acceptance lends itself to a healthy 

self-image: (b) where the deficient performance level fails 

to be reinforced by peers, self-concept must then become 

protective of the performance level: and (c) when the 

deficient performance level does not change, the child must 

then seek socially acceptable ways of obtaining peer approval. 

As an observer, one must be able to understand the 

physical and scholastic deficiencies which impede the growth 

of self-concept in those children who are socially harassed 

by their peer group. The primary task, therefore, concerns 

the specific diagnosis of the deficiencies in order to effect 

the appropriate help. The educator can facilitate a healthy 

self-image by remediating deficiencies within the constructs 
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c. Performance level unchanged 
but child seeks gratification 
in socially unacceptable ways 
in an effort to have peer 
approval. 

Figure 2 

Performance Level 

Adequate performance level 
reinforced by peers and a 
healthy self-concept. 

Performance level not 
reinforced by peers; 
self-concept then must 
be protective of this. 
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of classroom achievement and movement patterns. To remediate 

the deficiency, one must understand the skills that necessitate 

a healthy performance level; i.e., a level of functioning 

reinforced by social approval. Hopefully, the effect of 

remediation upon the child's total performance will enhance 

his self-concept and, in turn, change his social image. 

Definition of Terms 

In this study self-concept is int~rchangeable with 

terms such as self-consciousness, self-esteem, self-confidence, 

self-image, and self-awareness. Self-concept, therefore, is 

the awareness the individual has of his adequacies and inade

quacies as delineated either by himself or ascertained from 

his peer group. 

Movement patterns are a combination of motor skills 

which are performed in a coordinated and well-integrated 

manner. 

Perceptual-motor skills are skills which combine both 

perceptual abilities and motor abilities to facilitate eventual 

success in solving problems of action. 

A perceptual-motor match is the child's ability to 

perceive a problem of action and to perform motor skills in 

a coordinated movement pattern thus resulting in the solution 

to that problem. 

Cognitive judgement: the manner in which an indi

vidual scans a given stimulus, and thus, reacts in a way 



that is relevant to a certain designated end. An adequate 

response is one in which the individual makes a qualitative 

assessment of the perceptual field and overcomes the limi

tations of conflicting perceptual cues in coping with a 

specific problem. 

Activities such as kickball or basketball involve 

such complex movement patterns as running, jumping, sliding, 

dribbling, kicking, catching, throwing, etc. Within each 

8 

of these abilities lies a number of skills that need to be 

learned before the movement can be executed in a well

coordinated manner. Listed below are the skills and defini

tions which Kephart believes are necessary for coordinated 

movement patterns: 

(1) Locomotion: The process of moving the body 

through space. 

(2) Body Differentiation: The relationship between 

the right and the left side of the body and the ability to 

use either side in combination or unilaterally. 

(3) Laterality and Bi-laterality: The ability to 

move the body sideways in either direction with efficiency 

and the ability to change direction with balance and speed. 

(4) Balance and Coordinated Differentiation: An 

equilibrium which allows one to control the body without 

stumbling and which allows one to integrate thought and 

action without confusion. 

(5) Spatial Organization: The ability to move the 



body in relation to a falling object or a distant object. 

(6) Directionality: The child's ability to move the 

body in all directions, frontwards, backwards, to the left, 

and to the right, without demonstrating inefficiency in 

any one direction. 
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Chapter II 

A REVIEW OF LITERATURE: THE THEORIES 

The literature review was .organized according to the 

following format: (1) theories representative of current 

research related to the subject of this paper, and (2) studies 

involving the relationship between motor ability, self-concept 

and academic achievement. 

There are two main schools of thought in motor 

development which assume the importance of physical expression 

within the total context of performance, output, action, etc. 

The first theory suggests that movement and/or motor task 

proficiency is a component of, but not the basis for, 

increased academic achievement (Cratty, 1970). Although 

there may be some correlation between intellect and movement, 

one cannot assume causation from such inferences. The 

opposing theory suggests that movement and motor activity 

which are integrated with perceptual input are prerequisites 

to all knowledge (Kephart, 1969). 

Dr. Bryant Cratty, who has done much research in the 

area of perceptual-motor efficiency in children, realizes the 

importance of task proficiency and of self-confidence. His 

studies on performance and personality formation demonstrate 

the inextricable bond between social and psychological 

influences on physical activity. He feels that improvement 

10 



in motor skills will affect performance in group related 

activities (basketball, etc.). This improvement in perfor-

mance may then enhance self-concept and, thus, the academic 

performance of some children with learning problems. 

As an individual gains status for successful 
performance of tasks varied by a group, they 
become more outgoing, less anxious, and more self
confident ••.. Also, athletic success by boys in 
childhood and adolescence enhances their self
esteem while physical ineptitude accompanies 
feelings of inferiority. (Cratty, 1969) 

Dr. Cratty feels there are a number of important components 

ll 

contributing to a healthy self-concept. Physical profi6iency 

expression may enhance or impede a child's self-image 

according to the child's understanding of (1) his body size 

and location of body parts, (2) his body movement, (3) his 

successful performance, (4) his unsuccessful performance, 

(5) his over-reaction to failure or success, and (6) his 

choice of games. All of these factors contribute to how the 

child feels about his performance and how he acts in the next 

moment. The school age child finds that most of his movement 

is related to peer activities and is thus influenced by his 

peer's social evaluation of his performance. In turn, the 

child finds himself evaluating his individual performance 

levels not only in relation to peer criticism (acceptance or 

rejection) but also from both a psychological and social 

standpoint. In Figure 3, Cratty demonstrates these variables 

which modify individual performance and which influence 

subsequent behavior. 
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Furthermore, Cratty has investigated the relationship 

between poor readers and the effects of training in perceptual 

motor skills. The possible effects upon reading are not 

promising, but Cratty feels that a well-designed physical 

education program may be beneficial to the learning processes 

of problem children. In Cratty's estimation, the learning 

disabled children would benefit in several ways. Firstly, 

if movement activity, within the perceptual field, were 

taught in such a way that the child could make the transfer 

relevant to classroom achievement in tasks involving percep-

tual skills, benefits would be direct. Secondly, if hyper-

activity could be reduced through controlled physical activity, 

then the beneficial classroom implications would be evident. 

Thirdly, if the failure syndrome could be reduced, then 

successful movement coordination might psychologically 

influence the child's functioning in educational tasks. 

Fourthly, if hand control and. hand-eye coordination have an 

impact on writing ability a:nd the efficiency of communicating 

with the written word, then possibly benefits could be seen 

as a result of the physical education program and its 

emphasis on movement proficiency. The educational implica-

tions of Cratty's theories may be summarized in one statement: 

Movement will aid the child to think to the extent 
to which we encourage him to think about his movements. 
(Cratty, 1971) 

On the other hand, the perceptual-motor theorists are somewhat 

opposed to Dr. Cratty's propositions. 



The child whose motor responses are inadequate 
would experience difficulty in building up a 
systematic body of information and as a result 
would show limitations in learning as measured 
by achievement exams and I.Q. scores. (Ismail, 
Gruber, 1967) 

Dr. Newell Kephart has developed a motor aptitude 
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test battery. The Purdue Perceptual-Motor Survey (Appendix I) 

(Kephart, 1966) is an assessment of basic perceptual-motor 

patterns and the deficiencies inherent in those patterns. 

The deficiencies focus upon motor clumsiness. Dr. Kephart's 

program is attentive to those skills which combine to create 

an adequate perceptual-motor matchi i.e., the concentration 

focuses upon integrating input or perceptual events with 

movement. In Kephart's diagnosis, the specific defects are 

those which interfere with the movement activity. Generalized 

interference with the movement pattern involves the failure 

to develop specific motor skills. Coordination deficiency is 

the inability to sort out movement patterns that, when 

synthesized, would result in skill proficiency. Remediation 

for such a deficiency would involve supplying an abundance 

of activities in the specific motor areas in an imaginative, 

non-repetitive program that, when finally performed, would 

result in skill proficiency. The program can be based on 

many of Kephart's ideas. Of special importance would be his 

hierarchical learning process of the perceptual-motor match 

which stresses basic motor skills as prerequisites to complex 

movement patterns. Diagnosis in Kephart's system reviews 



general movement deficiencies and the specific skills 

involved. Remediation begins when deficient skills are 

acknowledged and various activities are programmed for the 

deficient skills. 

15 

Ray Barsch's Movigenic Theory is based upon movement 

efficiency. "The principle challenge for educators ~ho wish 

to optimize human development'' is idsntified by Barsch "as 

helping each individual discover how to move with the greatest 

possible efficiency" (Barsch, 1967). The three main compo

nents of movement efficiency are "postural-transport orienta

tion, percepto-cognitive, and degrees of freedom" (Barsch, 

1967). First, the postural-transport orientation component 

encompasses the components of "muscular strength, dynamic 

balance, body awareness, eye-hand point of convergence, 

spatial awareness, and temporal awareness" (Barsch, 1967). 

Barsch believes these components to be the basic skills 

needed to organize motion and to achieve quality movement 

performance. Secondly, "the percepto-cognitive mode has six 

subcomponents: gustatory, olfactory, tactual, kinesthetic, 

auditory and visual senses" (Barsch, 1967). Through these 

modes information about the child's surroundings is gathered 

which organizes movement and controls behavior; movement is 

thereby given "meaning". Lastly, degrees of freedom contains 

four subcomponents: bilaterality, rhythm, flexibility, and 

motor planning. These skills enrich the quality of movement 

that the child is able to achieve. Based on these premises, 
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Barsch believes that the academic abilities of the child will 

improve through movement. Employing grids with numbers, 

mathematical signs, or letters, Barsch requires the children 

to jump on the letters of spelling configurations or on the 

numbers of mathematical sequence. 

The Visuomotor Theory, as proposed by G. N. Getman, 

states that the movement and efficiency of muscle use are 

prerequisites to all knowledge. The ultimate process of 

movement and efficiency creates visual-perceptual organiza

tion. The hierarchical stages in attaining efficient visual

perceptual organization are: (1) the ability to perform 

general movement patterns such as eye-hand coordination; 

(2) the ability to perform specific movement patterns in 

accordance with adequate body control; (3) the development 

of eye movement skills to increase visual exploration; (4) the 

ability to combine visual and movement patterns with communi

cation; (5) the ability to organize one's surroundings with 

visual discrimination and visual patterns; and (6) the 

development of visual-perceptual organization which includes 

interpretation, understanding, and concept formation in 

combination with visual and motor stimuli (Getman, 1962). 

Another theorist, whose work with educationally 

handicapped children has enabled her to develop a number of 

tests in relation to sensory integration, is A. Jean Ayres. 

Her basic hypothesis states that the brain operates on the 

basis of functional systems involving simultaneous 



contributions from sensory, perceptual, and motor functions. 

Moreover, learning disorders arise from minimal brain 

dysfunction as a result of the disintegration of sensory 

pathways. 

Dr. Ayres has defined five syndromes which are 

examples of minimal brain dysfunction and learning disorder 

within perceptual-motor functioning. They are (1) develop

mental apraxia of motor planning, tactile perception, and 

finger identification; (2) tactile, kinesthetic, and visual 

perceptual dysfunction in form and position in space; 

(3) tactile defensiveness, producing distractive, hyper

kinetic behavior; (4) the inability to integrate both sides 

of the body as observed in right and left discrimination, 

avoidance in crossing the midline of the body, and incooi~ 

dinate bilateral hand movement; and (5) . a deficit in visual

ground discrimination (Ayres, 1965). 

The most radical theorists in the perceptual-motor 

field are Glen Dornan and Carl Delacato. They believe that 

the ability to learn is directly proportional to the develop

ment of the nervous system (Dornan, Delacato, 1968). A well

developed nervous system produces high learning ability, and 

an underdeveloped nervous system produces low learning 

ability. In the same relationship, the brain develops as 

the individual interacts with his environment. The inter

action involves sensory pathways feeding information into 

the brain, while the brain reacts through motor functioning. 
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The growth of sensory pathways through environmental 

stimulation is increased in relation to input. The brain 

learns through input supplied by the sensory pathways. 

Sensory input elaborates sensory pathways which in turn 

increase learning proportionately. "A child who knows more 

than another child can oe taught more than the other child, 

but more importantly such a child is neurologically more 

capable than the other child" (Dornan, Delacato, 1968). 

Motor performance is in direct relation to the 

development of sensory pathways and reinforces what is 

learned through those pathways. Learning will be deficient 

as long as motor functioning is deficient or undeveloped. 

In other words, motor performance reinforces learning in 

response to stimuli generated from the environment through 

sensory pathways. Environment will affect the function of 

the brain (learning) by depriving or restoring dynamic and 

versatile sensory stimulation. 

Dornan and Delacato feel that the traumatized brain, 

by environmental deprivation, may be modified surgically. 

Generating environmental stimulation may also increase the 

intensity of sensory input into the brain. 

Dornan and Delacato have raised a controversy con

cerning methods, instruction, and the effectiveness of a 

program designed to treat speech and reading problems 

through increasing neurological maturation or patterning 

development (Delacato, 1963). Freeman attempts to dispell 

18 
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findings which tend to reinforce the theory (Freeman, 1967). 

Freeman lists nine objections to the methods employed in 

patterning: (1) ignorance of the clinical methods employed 

in patterning; (2) assumptions concerning brain treatment 

through patterning and other methods; (3) "full potential of 

the brain" without "genetical deficiencies" can be realized 

in above average intellectual potential through planning; 

(4) parental responsibility for therapeutic measures; 

(5) prevention of self-motivating activities (walking, sitting) 

until the institution decides that all stages have been 

mastered; (6) the increase of parental anxiety as a result 

of not following certain steps of mental development; 

(7) questionable assumptions of improvements due to specific 

factors; (8) the assumption of the effectiveness of certain 

test instruments on the diagnostic measures of brain damage; 

and (9) the supposition of the collection of significant 

statistical data. On the basis of Freeman's findings, the 

AMA (1964) has refuted all of those techniques which supposedly 

diagnosed and cured "brain damage" in the potentially normal 

individual. Freeman feels that a well-controlled study would 

contribute to an authentic, factual data. 

Studies on Motor Abilities, 
Self-Concept, and Academic 
Achievement 

Many theorists in education assume that mastery of 

perceptual-motor ability is necessary to acquire higher 



cognitive functions and, hence, academic achievement. The 

relationship between learning and motor performance has 

produced volumes of research literature expressing both 

significant and insignificant relationships. 

Many studies have researched the view of Delacato 

20 

(1963) and Kephart (1966) • They believe that a remedial 

reading instruction and training program to correct disabi

lities is ineffective without concomitant attempts to influence 

neurological maturation. Frostig and Horne (1964) have done 

research which has produced significant results-in correlating 

behavior disorders (tactile defensiveness and hyperkinesis) 

with visuo-motor deficiencies and academic performance. The 

inability to recognize changes in form, position, and direc

tion of objects (letters) due to neurocognitional deficits 

in space-form perception and/or directional orientation 

(Turner's Syndrome) is responsible for specific reading 

disability (Money, 1965). Money tested a group of children 

with Tutner's Syndrome and a group with Klinefelter's 

Syndrome. He compared three factors including verbal com

position (information, comprehension, and vocabulary), 

perceptual organization (block design and object assembly), 

and freedom from distractibility. Money found that those 

children with Turner's Syndrome demonstrated significant 

differences between verbal comprehension and perceptual 

organization and between verbal comprehension and freedom 

from distractibility. Neurocognitional deficits may, 



therefore, be specific to the language function and will, 

in turn, influence reading ability. Many studies have 

questioned the effect of perceptual-motor training upon 

reading ability. One such study has developed a perceptual

motor program designed to develop attention skills and 

control impulsiveness. A control group was also tested. 

Prior to the inquiry, each group was given a battery of 

psychological tests and then retested seven months later. 

Both groups demonstrated a twelve to thirteen point mean 
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gain on the Peabody Picture Vocabulary IQ and the Draw-A

Person Test. The experimental group, however, displayed a 

higher mean gain on Auditory-Vocal and Visual-Motor sequential 

subtests of the ITPA and in ego-control scores on the Arrow

Dot Test. Controls showed no such gains. McCormick assumes 

possible implications for reading readiness programs 

(McCormick, 1971). McCormick also found that perceptual

motor training had slight but positive correlation with 

improved reading ability (McCormick, et al., 1969). 

Based on Frostig's assumptions that visual-motor 

development is necessary prior to the development of reading 

ability, Sapir constructed a study designed to reflect 

differences in developmental patterns of perceptual-motor 

skills of pre-school boys and girls. The total score was 

assumed to be significant in predicting reading readiness. 

The tests involved: (1) auditory discrimination (matching), 

(2) visual-motor matching, (3) auditory discrimination 



(judge similarities and differences in pairs of words), 

(4) auditory memory (recall), (5) visual motor coordination 

(copying), (6) directionality/laterality (right, left 

orientation), (7) orientation (size and shape), (8) visual

motor spatial relationships, (9) body image (figure drawing, 

body parts), and (lOt intelligence (vocabulary subtest, 

Stanford-Binet). Results indicating the differences in mean 

scores between boys and girls at each age level show the 
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girls to be developmentally ahead of the boys: the girls' 

mean score on all subtests was higher on both test and retest. 

The greatest developmental difference between boys and girls 

was the visual-motor functions. Visual-motor function is 

also the best indicator of sex differences. Again, girls 

are the superior performers. Sapir suggests that differences 

in the development of visual-motor planning may influence 

academic achievement and, thus, the ability to read and 

write. Implications arise to explain why boys seem to have 

more problems in reading (Sapir, 1966). Many studies reveal 

that predictive 'values of measures of perceptual-motor 

skills increase as these tasks become more similar to tasks 

involved in reading, writing, and spelling. Examples of 

these tasks are visual attention span and tactile exploration 

(Wede~ 1970). Others feel that hyperactivity, clumsiness, 

delayed laterality, and impediments in speech and articula

tion are predictive behaviors of learning disabled school 

children. Thus, tasks involved in controlling these behaviors 



may affect reading ability. A family history of learning 

disabilities may also prove to be a predictive measure 

(Schain, 1970). 

In 1969, Dr. Jean Ayres conducted research to 

determine if a relationship existed between perceptual-motor 

functions, psycholinguistic abilities, and academic achieve

ment. Using sixty-four tests on thirty-six educationally 

handicapped children, ages four to seven, she combined the 

Southern California Hotor Accuracy Test (SCMAT) and the 

Southern California Perceptual-Motor Test (SCPMT) for a 

perceptual-motor score, with the ITPA (Illinois Test of 

Psycholinguistic Abilities), the Gates-MacGinitie (reading 

achievement) , and the WRAT (Wide Range Achievement Test) 

scores for academic achievement. A Q-technique was used 

which detects naturally occurring combinations of defects. 

The results demonstrated four related factors: factor A 

associates auditory-language functions, sequencing, reading 

achievement, and hemispheric hand dominance with relation-

. ships between language and sequence and between postural 

mechanisms and tactile functions; factor B relates defects 

in the tactile-motor domain, specifically, negative postural 

and bilateral integration (concerns postural reflexes and 

coordination of the two sides of the body in motion and 

space) with reading and language problems (scores on 

MacGinitie and ITPA); factor C recognizes deficits in 

cognitive functioning related to deficits in postural and 
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bilateral integration; and factor D associates scores on the 

academic achievement tests with those on the perceptual

motor tests. Dr. Ayres found a positive relationship existed 

between postural and bilateral integration and academic 

achievement wh~n tactile defensiveness, hyperactivity, and 

distractibility were not present. 

Thus, Dr. Ayres assumes that deficits in the neural 

systems can be detrimental to the functional systems on 

several levels of the brain. Remediation therapy involves 

understanding the specific mechanisms by which intersensory 

and motor information is coordinated to permit development 

of perceptual-motor ability. The development of a program 

which first diagnoses perceptual-motor dysfunction at an 

early age (using the SCMAT and the SCPMT) and then remediates 

those deficiencies may improve cognitive functioning and 

classroom achievement. 

Other researchers have found relationships existing 

between intellectual and non-intellectual variables. One 

such study was composed of thirty-two variables which include 

general motor items, coordination and balance, personality 

items and intellectual variables: IQ, verbal and math 

concepts. Together with a composite score, three separate 

factor analyses were computed for boys and girls. The 

results revealed a positive correlation between intelligence 

and coordination (.43 > .05 level of significance). Also, 

some balance items had low correlations with verbal scores. 
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But it was not concluded that general motor aptitude was 

related to academic achievement. Rather specific perceptual

motor skills may require a combination of cognitive and 

motor functions and thus the reason for interrelationships 

between higher intellectual functions and non-intellectual 

functions (Ismail, Kane, Kirkendall, 1969). 

There is a common trend in recent studies to integrate 

well-developed programs with motor task proficiency, class

room abilities, and creative individualized remediation tasks. 

Current studies assume relationships between reading skills 

and various facets of motor activity, motor oriented reading 

content, and learning to read through creative movement 

(Sullivan, Humphrey, 1973). Application of a well-integrated 

motor program in combination with self-help skills and lan

guage development has proved to be effective in the progress 

of trainable retarded children (McGee, 1971). Meyers 

compared normal children to retarded children (of mental 

age six) by using four abilities common to both: hand-eye 

coordination, visual-perceptual speed, language, and 

spatial reasoning. The results demonstrated little differ

ence between motor functioning and learning ability in the 

normal group whereas, the retarded group demonstrated 

significant differences between motor skills, self-help 

skills, and language skills. Meyers concluded that a well

integrated program for retarded children would be beneficial 

to their learning abilities (Meyers, 1962). 



Other researchers have designed studies to determine 

whether children who rated high or low in intelligence would 

perform similarly on perceptual-motor tasks. The Figure 

Reproduction Test involves reproducing a ·pattern through 

perceptual-motor activity. Intellectual ability was deter

mined by scores from the Pintner Elementary Test and the 

Stanford Achievement Test. The highest correlation betw~en 

the tests was .29. Thus, it appeared that there was little 

relationship between intellectual ability and success on 

the Figure Reproduction Test (Singer, 1967). 

Other studies have made inquiries into the relation

ship between intelligence and perceptual-motor tasks. Bibace 

and Hancock (1968) assumed that higher stages of cognitive 

functioning based on lower cognitive processes would reflect 

a relationship between scholastic achievement and perceptual

motor ability. Faulty cognitive judgment would reflect a 

relationship between low scholastic achievement and low 

perceptual-motor ability, while higher stages of cognitive 

judgment would reflect a relationship between high scholastic 

achievement and high perceptual-motor ability. Using tests 

designed to assess gross motor activities, ocular training, 

and conceptual skills, Bibace and Hancock proceeded to 

divide the subjects into four groups: (1) high perceptual

motor skills, high scholastic achievement skills, (2) low 

perceptual-motor skills (PMS), low scholastic achievement 

skills (SAC), (3) high PMS, low SAC, and (4) low PMS, high 

SAC. 
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The researchers found that, regardless of hypothetical 

relationships between perceptual-motor skills and conceptual 

processes, individual preferences to problem ~olving was the 

determining factor. Moreover, results demonstrate that a 

relationship does not exist bStween the two processes. A 

slight correlation exists between low scholastic achievement 

and low perceptual-motor achievement. It seems as though 

83 percent of the cases relied on perceptual means (Bibace, 

1969). On the other hand, Klausmeier (1958) found that 

relationships are apparent between physical and mental 

characteristics of high and low achievers and behavioral 

characteristics of high and low achievers. 

Another study found that the relationship between 

behavioral characteristics and motor performance was not 

significant. A correlation did not exist between self

concept, motor performance, physical fitness, and coordina

tion (Kirkendall, Gruber, 1971). Environmental variables 

may influence performance and in turn change levels of 

confidence and self-concept. It has been suggested that 

the motivational role of social competition in perceptual

motor learning may be contingent upon various task factors, 

such as organized games (Nobel, et al., 1958). Conversely, 

others have found that the effect of peer acceptance upon 

performance gave rise to anxiety levels in individuals. 

Results showed that students low in anxiety performed 

significantly better than students high in anxiety (Martens, 



Landers, 1969). 

There is a growing body of research concerning the 

effects that self-concept has upon all aspects of an 

individual's life. The overall literature suggests that a 

strong relationship exists between self-concept and achieve

ment, especially evident in boys rather than in girls. 

Brookover and Shailer (1964) conducted a research 
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study in which they tested the relationship among the following 

variables: (1) the self-concept of ability in school and 

academic performance, "(2) the self-concept of ability as 

differentiated into specific subjects, (3) the self-concept 

of ability in relation to predicting achievement, and (4) the 

self-concept of ability of others' perceptions of one's 

ability. The subjects were 1,050 seventh grade students who 

were given two forms of a self-concept scale. These two 

forms included self-concept in general areas and self-concept 

in specific subjects (math, social studies, English, and 

science). The results demonstrated significant relationships 

between self-concept and grade point average but low rela

tionships between self-concept and IQ. The self-concept in 

general scores were higher than self-concept in specific 

subjects. It was also found that specific subject self

concept was higher for males in math, social studies, and 

science. In English, however, it was lower than the general 

self-concept for males. Females, on the other hand, showed 

higher scores in English and social studies. After the 



29 

researchers interviewed 110 over-and-under achievers, they 

found that self-concept was not contingent upon significant 

personal figures, such as a parent or teacher but a community 

of opinion and general attitudes from one's peer group or 

classmates (Brookover, 1964). Similarly, other studies have 

found significant relationships between self-concept and 

achievement in total reading, language, spelling, and total 

math (Cole, 1974). Cole also found a relationship between 

low academic achievement and low self-concept (Cole, 1968). 

Campbell (1967) found that a strong relationship is present 

between self-concept and achieVement in boys rather than in 

girls, especially in underachieving boys. Others feel that 

self-concept includes a wide range of psychological and 

social variables; hence, many researchers have related study 

habits and school attitudes (Shepps and Shepps, 1971) and 

teacher personality ratings (Richter, 1971) to academic 

achievement. Other studies link self-concept and achievement 

to identifying figures (mother, father, teacher) and the 

achievement values of those figures to the subject's own 

achievement (Ringness, 1970). 

Another study by Perkins (1968) has hypothesized 

that children's self-concept will improve with time. He 

felt that increased congruency between self and ideal self 

would develop through time, that females would. show greater 

congruency, and that children who registered greater change 

in school achievement and peer group acceptance would 



demonstrate greater change. The results showed that 

congruency between self and ideal self-concept are due to 

differences in sex and that these findings are significant 
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at the .01 level. Results also demonstrated that girls have 

greater self, ideal self congruency than boys do and that all 

children had greater self, ideal self congruency through 

time. The California Achievement Tests were given to the 

children before and after the period of study. The correla

tional matrix disclosed little or no significant relationship 

between self, ideal self changes, and academic achievement 

(.09 for language, .06 for reading, .16 for math, and .08 

for total achievement). Also, a lack of correlation between 

self, ideal self, and peer acceptance as measured by a 

sociometric questionnaire did not lend support to the third 

hypothesis (Perkins, 1958). 

A similar study assumed that a positive relationship 

existed between self-concept and reading achievement in first 

grade children (Williams, 1967). To evaluate reading achieve

ment, the California Achievement Test was given at the first 

and second grade levels. The Coopersmith Self-Esteem 

Inventory was also given. No correlation existed between 

the two test scores. But IQ, reading readiness, and ethnic 

background are related to reading achievement at the .01 

level. 

Wattenburg (1964) conducted a similar study involving 

a test-retest situation. A group of Kindergarten children 
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were tested to obtain measures of mental ability and self

concept. The same group was tested at the second grade level 

in reading achievement and in self-concept. The results of 

the study co~cluded that self-concept was predictive of 

reading achievement because scores betv1een mental ability 

and self-concept were very low and thus were not related to 

reading achievement in second grade. Wattenburg concluded 

that self-concept is antecedent to and predictive of reading 

achievement (Wattenburg, 1964). 

Bledsoe (1967) found that the relationship between 

self-concept and achievement was significant for boys but 

not for girls. He also found a similar, but low, relation

ship between self-concept and intelligence in boys but not in 

girls. The girls demonstrated greater mean scores in self

concept in both the fourth and sixth grade levels. Thus, 

the maturational differences can be a factor influencing 

the importance of intelligence in boys rather than in 

girls (Bledsoe, 1967). 

Many studies have integrated the ethnic variable in 

the relationship between self-concept and achievement. 

Carter's study (1968) of Mexican-American children attribute 

negative self-concept and poor achievement to the psycholog

ical difficu1ty of being trapped between the Mexican and 

American way of life. Others have found that a disadvantaged 

group of students demonstrated positive self-concept because 

of segregated conditions and expectations within the school 



32 

and the home. The results of testing group and individual 

expectations were significantly correlated (Soares and Soares, 

1969). On the other hand, another study has found that the 

more influential factor affecting student self-concept and 

achievement for ethnic minorities is the racial composition 

of the school the student attends (Busk, Ford, and Schulman, 

1973). The authors assume that blacks who attend integrated 

schools compete more, develop more self-esteem and on the 

whole, are better achievers. Caplin's correlational study 

of self-concept, aspiration level, and academic achievement 

in a segregated and desegregated school has produced signifi

cant results and ideas for further research (Caplin, 1968). 

Self-concept was measured by self and ideal self and by 

social and school items. Academic achievement scores were 

based on the Iowa Test of Basic Skills. Intelligence scores 

were taken from the California Test of Mental Maturity. 

School A was de facto segregated with a 66 percent Negro 

population whereas School B was desegrated with a 14 percent 

Negro population. Results indicated a significant differ

ence between self-concept and level of aspiration. The 

correlation was much more significant at the desegregated 

school than at the segregated school. A positive self

concept and a positive level of aspiration was proportionate 

to academic achievement. The correlation between self

concept and academic achievement was .52, and the level of 

aspiration and academic achievement was .61. Both 
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significant at the .001 level! Thus, Caplin concluded that 

positive school related self-concept and level of aspiration 

was higher in the desegregated school (Caplin, 1968). 

Endless volumes of literature have explored the 

relationship between self-concept and classroom achievement. 

The studies suggest a plethora of ways for interpreting data 

and further avenues of research. The studies have demon

strated that instructional methods do not evaluate a child's 

self-concept in relation to his classroom achievement. 

Instead, these studies offer a program of individual instruc

tion which will facilitate a close understanding of the 

individual variables of self-concept and of their influence 

upon achievement. 



Chapter III 

DESIGN AND PROCEDURE 

Hypotheses 

(1) Scholastic achievement, measured by the SRA 

Achievement Series, is related significantly to a child's 

self-concept, measured by the Piers-Harris or Coopersmith 

Self-Concept Inventories. In this study, the students who 

demonstrate below average scholastic achievement on tests 

will demonstrate low self-esteem on self-concept inventories 

compared to those who demonstrate average to above average 

self-esteem. 

(2) The self-concept scores will be far below 

average for those children experiencing movement deficiencies 

as opposed to those children who are not experiencing move

ment deficiencies on the same grade level. 

Population and Sample 

St. Leo's School is located in the Piedmont district 

of Oakland, California. It is a Catholi~ School composed 

mainly of children from upper-middle class surroundings. 

The Piedmont district of Oakland is a financially established 

area known for a rather elite upper-middle to upper-upper 

class popul~tion. Most of the schools in the district, both 

Catholic and public, are quite progressive and provide many 
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innovative programs directed toward improving the quality of 

education. For example, St. Leo's recruited a number of 

specialized volunteers to teach specific elective courses. 

35 

A sample of 136 students was selected from the total 

enrollment at St. Leo's School. The sample included those 

students in grades four through eight. The selection omitted 

all first through third grade students because of the difficulty 

in administering the self-concept test. The Piers-Harris 

test accommodates children in grade one, two, and three by 

reducing the length of the test to forty rather than eighty 

questions and suggests that the teacher read all questions 

aloud. Because of absences and transfers, seven of the 

142 students in grades four through eight failed to be 

included in the collection of data. 

Method of Procedure 

The data were gathered over a period of four weeks. 

The SRA Achievement Tests were administered in a three hour 

period. The Piers-Harris Self-Concept Test and the Cooper

smith Self-Esteem Inventory were administered to grades four 

and five and six through eight. One day was alloted for 

administration of these tests. On month was alloted to assess 

movement deficiencies according to Kephart's evaluative 

batteries and the Champi Motor Survey. The following steps 

were completed: 

(1) The SRA Achievement Series was administered to 

grades two through eight. For purposes of this study, grade 
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four received the Primary Edition, Level II, while grades 

five through eight received the Multilevel Edition. The 

Special Percentile I scores on the Primary Edition and the 

National Percentile scores on the Multilevel Edition were 

used as representative of individual academic achievement. 

The relationship of these scores to self-concept scores will 

be studied and the significance of th~ resulting scores will 

be determined. 

(2) The Piers-Harris Self-Concept Test was given to 

grades four and five (Appendix I). The Stanley Coopersmith 

Self-Esteem Inventory was administered to grades six through 

eight (Appendix II). Two different self-esteem inventories 

were given, because this writer f~lt that the Piers-Harris 

Self-Concept Test asked questions which seemed appropriate 

to the lower elementary grades. The Coopersmith Test seemed 

appropriate to older students; hence, it was given to the 

middle and upper elementary grades. 

(3) Kephart's Perceptual-Motor Survey and his Move

ment Pattern Checklist provided a basis for this writer's 

understanding of the general motor functions involved in the 

organization of movement patterns. All grades participated 

in games suited to their grade level. The movement patterns 

included walking, skipping, hopping, running, sliding, 

jumping, kicking, catching, throwing, hitting, etc. These 

games included innumerable patterns in combination. Basic 

and complex movement patterns were observed in relation to 
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individual performance. In a matter of weeks, one could 

observe those children who were experiencing problems moving 

their bodies in a coordinated manner. As each class partici-

pated in games which seemed grade level appropriate, there 

were those who excelled in each task and also a few who 

seemed to lag behind. The problem became one of understanding 

the limitations of the few children experiencing problems. 

True to Kephart's evaluation of movement deficiencies, a 

few simple instruments were constructed which made it 

possible to evaluate a child's heirarchy of skills within 

the movement pattern complex. This writer brought in old 

tires, balance beams, rocking boards, jump ropes, and a 

variety of exercises involving basic motor skills. The 

skills involved locomotion, body differentiation, balance, 

spatial organization, laterality, contact, receipt, and 

propulsion, etc. This allowed a diagnosis of movement 

deficiencies and a classification into motor skill areas 

which helped locate those children who were having specific 

problems. 

Instruments 

The SRA Achievement Series. The SRA Achievement 

Series measures general academic progress on an individual 

and class basis. The teachers at St. Leo's . utilize achieve-

ment scores in a variety of ways. School related skill 

classification s:cores offer objectives concerning instruction 

i . ! 



in given subject matter areas. According to the obtained 

scores, a teacher may organize his instruction to enhance 

educational goals. In fact, most of the questions on the 
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SRA were written by teachers based upon the outcome of 

instructional goals in subject areas and the ensuing achieve

ment. "The underlying rationale for grouping test questions 

into subtest~ and skill clusters was to provide information 

about school related skill classifications" (SRA, 1972). By 

using the SRA each teacher can decide which skills need to 

be stressed, what his students are learning, and what they 

are not learning, utilizing the viewpoint of the authors of 

the test. 

The Primary Edition consists of three test booklets 

which include reading, language arts, and mathematics. The 

Multilevel Edition consists of tests which cover reading, 

social studies, language arts, science, mathematics, and 

use of sources on graduated levels of difficulty. Both 

tests offer standardized norms with which one can evaluate 

the student's performance. 

The achievement test data used were the percentile 

scores on both the SRA Primary II and Multilevel Edition. 

To make use of these scores, it was necessary to convert the 

percentile to a statistical measure called the z-score, or 

standard score. In terms of standard deviation units, the 

z-score tells one how far from the mean a given raw score 

(in this case, percentile) is. The formula for converting 
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percentile scores to z-scores is: 

z 1 ----
F (2) = f 2 7T e -oo I dz 

As a time saving device, many statistic manuals offer a chart 

which converts raw scores to z-scores. 

The measurement of self-concept. The Piers-Harris 

Self-Concept Scale was administered to grades four and five. 

This test, the less difficult of the two both in word usage 

and scoring procedure, was given to the lower grades. 

Because correlations were made within grade levels, the fact 

that two tests were used did not seem to matter. Neverthe-

less, a limitation of this study must be noted because each 

test analyzes self-concept factors in a different way. Thus, 

one would be unable to make comparisons across grade levels. 

Piers-Harris uses a "yes" and "no" response method with a 

possibility of eighty correct answers. Six factors were 

compiled and labeled, "Behavior, Intellectual and School 

Status, Physical Appearance and Attributes, Anxiety, Popu-

larity, and Happiness and Satisfaction" (Piers and Harris, 

1969). Precisely thirty-six statements ask questions related 

to behavior (18) and intellectual and school status (18), 

while forty-five statements ask questions related to 

physical appearance and attributes (12), anxiety (12), 

popularity (12), and happiness and satisfaction (9) (See 

Appendix I). 



The sixth, seventh, and eighth grade students were 

given the Coopersmith Self-Esteem Inventory. Unlike the 

Piers-Harris Test, the Coopersmith Inventory evaluates self

concept in relation to four separate cat~gories: (1) how 
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the child perceives his physical attributes, self-confidence 

and self-understanding in relation to self-image, (2) how the 

child experiences failure, accomplishment, class status, and 

teacher evaluation in relation to school environment, (3) how 

the child interprets parental judgment and concern and whether 

or not the child is content in the home environment, and 

(4) how the child relates to classmates in regard to social 

involvement. The test has a total of fifty-eight statements, 

including eight lie statements. The eight lie statements 

were disregarded for reasons of simplicity. Of the fifty 

responses, twenty-six represent self-image questions, while 

the remaining twenty-four statements represent social, home, 

and school evaluations, with eight possible points in each 

category (Appendix II) • 

The emphasis in both tests is placed on the 

student's ability to answer the statements according to 

his individual feelings. Like the Piers-Harris Test, the 

student is responsible for deciding whether or not the 

statement describes how he feels about himself. Emphasis 

is placed upon the child's ability to answer "yes" or "nou 

or "like me" or "unlike me" without the hindrance of inde

cisiveness. 



The measurement of motor ability. The Purdue 

Perceptual-Motor Survey and Kephart's list of activities 

41 

for playground and gym were among the methods used to evaluate 

those children experiencing movement deficiencies. Then, in 

a movement pattern education program, the teacher can employ 

specific activities for playground and gym. Many of the 

ideas for the Champi Motor Survey, as described subsequently, 

are directly related to Kephart's methods used in, his 

Perceptual-Motor Survey. Not all of Kephart's specific 

examples could be used; nonetheless, they were an adequate 

guideline. 

The Perceptual-Motor Survey, the Movement Pattern 

Checklist, and the List of Activities for Playground and Gym 

were employed in determining coordination levels for diag

nosing movement pattern deficiencies. Thus, this writer was 

able to distinguish those children who were experiencing 

coordination difficulties from those who seemed to exhibit 

normal motor ability. 

Of the 136 students who were tested in areas of self

concept and scholastic ability, eighteen were experiencing 

coordination difficulties. Basically this writer found the 

children to be deficient in areas involving movement patterns. 

The diagnosis was based on Kephart's Purdue Perceptual-Motor 

Survey and his attention to the integration of perceptual 

events with movement. The children in question seemed to 

lack efficiency in basic movement patterns related to motor 



skills, and thus were noticeably behind the coordination 

ability of the average student. This writer was able to 

observe each child and conclude that his problem uniquely 

displayed motor deficiencies .in specific areas. 

Complementary to this writer's observations was his 

personal involvement with the children in question. This 

writer became cognizant of the limitations of Kephart's 

Survey. Most of the children in the group were harassed, 

bullied, or ignored by his classmates. Also, physical 

appearance was a notable sign of the frustration and/or the 

indifference of some students. For instance shoes were 

badly worn: shoestrings were untied: shirts were soiled and 

untucked: or hair was unkempt. 
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This writer felt it necessary to evaluate movement 

pattern deficiencies in accord with the experience of group 

interaction. Kephart's Perceptual-Motor Survey did not 

attempt to analyze social variables which affected performance. 

Combining Cratty's "social dimensions of physical activity" 

with Kephart's Survey allowed this writer to diagnose both 

the physical and social aspects involved in movement pattern 

deficiencies. Consequently, this writer was able t6 organize 

a program which enabled him to diagnose the specific motor 

skills that were lacking in each of the eighteen children. 

A program which enabled him to diagnose and possibly to 

remediate individual problems was set up in the gymnasium. 

During the course of this program, this writer found it 
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necessary to devise his own diagnostic survey which combined 

both Cratty's and Kephart's methods. The diagnostic survey 

was based upon Kephart's and Cratty's methods for detecting 

both physical and psychological variables affecting perform

ance levels. This writer felt that Kephart's Perceptual

Motor Survey was superfluous in respect to the time allotted 

for observing children during playground activities. Whereas, 

Cratty's methods though theoretical, were nonetheless prac

tical for understanding psychological variables in relation 

to social activities. Thus, the Champi Motor Survey (CMS) 

was designed to accommodate the observers ability to note 

gross motor deficiencies and behavioral deficits within the 

physical education class. The CMS was designed to be 

succinct, to be time-saving, to be helpful in understanding 

deficiencies, and to be beneficial in setting up remediational 

programs. Thus, one could see the effect of both social and 

physical interaction upon a child's self-concept. The 

Champi Hotor Survey (CMS) (Appendix III) was the diagnostic 

survey method utilized by this writer. 

As a result, the cohesiveness of the class stimulated 

positive reinforcement in areas of decision making, persist

ence, responsibility, pride, joy, and success. On the whole 

the child seemed more confident, cooperative and determined 

to endure the discomfort of repetition. Social stimulation 

also enhanced the child's willingness to participate. 

Thus, the Champi Motor Survey (CMS), based on 
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Kephart's and Cratty's work, fulfilled the need to under-

stand a basic relationship: The relationship betv.1een motor 

deficiencies and harmful psychological and social variables* 

is detrimental to the self-concept of the child. 

The categories measured within the CMS include 

locomotion, body differentiation, balance and coordinated 

differentiation, participation, physical features, reach, 

grasp and release, and spatial organization. The test has a 

total of ninety-six points, based on the total pattern 

elements present in the performance of certain tasks. A 

pattern element point is subtracted for each deviation noted. 

The point system used within the CMS is simplified 

for correlative purposes. Kephart's Survey evaluated motor 

skills in detail but presented problems when equipment and 

time were not available to diagnose the movement problem 

extensively. On the other hand, the CMS was not time 

consuming nor was there an extensive amount of equipment 

needed to understand the limitations of the uncoordinated 

child (Appendix III). 

*When speaking of social and psychological variables 
please refer to Dr. Cratty's diagram on Modifiers of Motor 
Performance found on page 12. 



Chapter IV 

RESULTS 

The basic analysis of the data involved the study of 

the interrelatedness among the following variables: {1) self-

concept and motor deficiencies, (2) classroom achievement and 

motor deficiencies, (3) self-concept and classroom achievement, 

(4) self-concept and classroom achievement in males, and 

(5) self-concept and classroom achievement in females. 

Self-Concept and Motor 
Def1c1.enc1.es 

The composite scores for the CMS, the self-concept 

tests, and the SRA tests were tabulated for t~e eighteen 

children experiencing movement deficiencies. Table 1 shows 

the differences between self-concept-composite scores of 

those children with motor disabilities and the mean self-

concept composite scores for the entire class. The 

difference between self-concept scores in most of the cases 

of those children with movement deficiencies was much lower 

than the mean scores for the entire group. In other words, 

those children with movement deficiencies manifested lower 

self-concept scores than those children without movement 

deficiencies. Moreover, the self-concept scores for the 

children without movement deficiencies ,,vere, on the whole, 

higher than the mean self-concept scores for the fourth grade 

45 



Student 

3 
5 
8 
9 

13 
21 
23 

Average 

29 
33 
40 
54 

Average 

69 
76 

Average 

87 
95 

101 

Average 

113 
119 

Avera9:e 

Table 1 

Motor Deficiencies as Related to Self
Concept and Achievement Scores 

SELF-CONCEPT 
CMS Ind. Class Ind. 

Grade Camp. Camp. Mean Differ- Camp. 
Level Score Score Score ence Score 

Piers-
4 Harris 60.12 

49 61 60.12 .88 - .31 
44 52 60.12 -8.12 .55 
37 37 60.12 -23.12 .55 
50 72 60.12 -11.88 .67 
45 34 60.12 -26.12 - .13 
42 52 60.12 - 8.12 1.41 
45 53 60.12 - 7.12 2.33 

mean difference -8.55 

5 60.51 
47 48 60.51 -12.51 .os 
62 62 60.51 1.49 .25 
41 53 60.51 - 7.51 .64 
40 41 60.51 -19.51 - .08 

mean difference -10.51 

Cooper-
6 smith 36.51 

37 30 36.51 - 6.51 -1.56 
50 33 36.51 - 3.51 .39 

mean difference - 5.01 

7 33.50 
51 21 33.50 - 12.50 - .64 
47 23 33.50 -10.50 .18 
52 33 33.50 .so - .08 

mean difference - 7.83 

8 33.52 
46 15 33.52 -18.52 .88 
42 31 33.52 - 2.52 - .64 

mean difference -10.52 
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S R A --
Class 
Mean Differ-
Score ence 

.51 

.51 - .82 

.51 .04 
• 51 .04 
.51 .16 
.51 - .64 
.51 .90 
.51 1.82 

+.30 

-.09 
-.09 .14 
-.09 .34 
-.09 .73 
-.09 .01 

+.31 

-.07 
-.07 -1.49 
-.07 .46 

-.52 

-.13 
-.13 - .51 
-.13 .31 
-.13 .os 

-.03 

.14 

.14 .74 

.14 - .78 

-.02 
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group, as represented in Table 2. 

Further evidence which supports the second hypothesis, 

that motor deficiency is related to low self-concept, is 

seen in the difference between the self-concept mean scores 

of the children displaying motor deficiencies and the 

children demonstrating normal ability. Table 2 represents 

the corresponding self-concept scores of the two groups and 

the application of the t-test to establish significance. 

Thus, using these data, one can see that motor disabilities 

are associated with self-concept as measured by both the 

Piers-Harris and Coopersmith Self-Concept tests. Even 

though the two self-concept tests emphasize different 

aspects of self-concept, the data from both bring forth 

similar results. Thus, from the analysis of the data, one 

must agree with research done by Cratty (1967) and Martin 

(1968), both of whom found that motor disability accompanies 

lower self-concept. The data presented in this report 

support the hypothesis that self-concept scores will be 

lower for those children experiencing movement deficiencies. 

And, for the most part, those children with normal physical 

ability will demonstrate average or above average self

concept scores within each grade level. 

The question one may ask is whether motor disabili

ties have similar detrimental effects upon classroom achieve

ment as they have upon self-concept. In the following section 

of data, this particular question is analyzed. 



Student 

1 
2 
4 
6 
7 

10 
11 
12 
14 
15 
16 
17 
18 
19 
20 
22 
24 
25 

MEAN 
S.D. 

T-Ratio 

,. 

Table 2 

Self-Concept of Children with Motor Deficiencies 
as Compared to the Children with Normal Ability 
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NORMAL ABILITY MOTOR DEFICIENT CHILDREN 
Self-Concept Student Self-Concept 

62 3 61 
78 5 52 
69 8 37 
69 9 72 
70 13 34 
45 21 52 
78 . 23 53 
55 
69 
80 
53 
50 
55 
64 
55 
73 
46 
71 

63.44 51.57 
11.20 13.10 

= 2.12 p < .05 



Classroom Achievement and 
Motor Deficiencies 
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Many theorists and research scientists have suggested, 

with substantial evidence, that a well-developed physical 

education program will enhance, if not guarantee, scholastic 

prdductivity in the classroom. Kephart (1967), Frostig (1964), 

Ayres (1965), and others believe that there is a direct rela-

tionship between adequate perceptual-motor performance and 

learning to read, write, and perform mathematical problems 

efficiently. Other studies have been undertaken by Cratty 

(1970), Singer (1967), Bibace and Hancock (1969) who assume 

that there are many mediating factors which facilitate 

academic success. The development of motor activities is 

but one item which includes a combination of social and 

psychological variables involved in the performance levels 

of the child. This study and the following data seemingly 

support the theory proposed by Cratty and others. 

The data represent the same two groups of fourth 

grade children: those with motor deficiencies and those with-

out motor deficiencies. A t-test was calculated for the two 

groups based upon the SRA composite scores. Table 3 repre-

sents both the SRA composite scores and the t-test scores 

calculated to establish significance. The results demonstrate 

that there is no significant difference between SRA scores for 

those children with movement deficiencies as compared with 

those children without movement deficiencies. Nevertheless, 



Student 

1 
2 
4 
6 
7 

10 
11 
12 
14 
15 
16 
17 
18 
19 
20 
22 
24 
25 

MEAN 
S.D. 

T-Ratio = 

Table 3 

SRA Achievement Scores for Children with Motor 
Deficiencies Compared to Children with 

Normal Ability 

NORMAL ABILITY MOTOR DEFICIENCIES 
SRA Comp. Score Student SRA Comp. 

1. 75 3 -.31 
.95 5 .55 

-.36 8 .55 
.47 9 .67 
.31 13 -.13 
.95 21 1.41 
.55 23 2.33 
.55 

-.58 
.31 

-.64 
.10 

-.36 
.81 
.03 
.95 

1.75 
.02 

.46 .78 

.72 .88 

.18 p > .05 

50 

Score 
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one must note that only seven of the twenty-five children in 

grade four demonstrated motor deficiencies. The disparity 

between the two sets of scores is indicative of achievement 

levels on a class basis. However, achievement levels for 

those children with motor deficiencies warrants closer 

examination to determine individual discrepancies in cognitive 

judgment with.l,.n scholastic (SRA) and perceptual-motor vari

ables. Yet, the results from the t-test suggest that no 

relationship exists between poor motor ability and the 

child's ability to achieve in the classroom, as measured by 

the SRA. 

The relationship which exists between self-concept 

and motor ability leads one to question whether self-concept 

and classroom achievement are also related. If a relation

ship does exist, then, as an educator, one should re-evaluate 

his instruction to coincide with those variables (motor 

ability and classroom achievement) and skills which effect 

a healthy self-concept. The outcome of instructional goals 

in subject areas and the ensuing achievement are indicative 

of the child's classroom functioning and progress as measured 

by the SRA. The analysis on the following pages, up to the 

summary, question the relationship between self-concept and 

classroom achievement, as expressed in the second hypothesis. 

The variables, sex and age, which may influence the results, 

will also be discussed in the following section. 
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Self-Concept and Classroom 
Achievement 

Tables 4 and 5 show the mean and standard deviation 

for all variables on the two self-concept tests. The self-

concept factors for grade levels four and five (Table 4) are 

from the Piers-Harris test, whereas the Coopersmith test 

represents the self-concept variables for grades six, seven, 

and eight (Table 5). Grade four was given the SRA primary 

level which does not include social studies, science, and use 

of sources subject areas. On grade levels six, seven, and 

eight, the four factors on the Coopersmith . Self-Esteem 

Inventory, including the composite score, were correlated 

with both the categorical and composite score of the SRA 

Achievement Test (Table 5). The Pearson Product Moment 

Cor~elation was used to determine if the relationship 

between self-concept and classroom achievement was signifi-

cant. 

In the correlation matrix found in Tables 6 and 7, the 

fourth and eighth grades demonstrate no significant relation

ship between the self-concept factors and the SRA variables. 

On grade levels five, six, and seven, there are significant 

relationships between many of the factors in the self-concept 

tests (Piers-Harris and Coopersmith) and the variables in the 

SRA. For example, in grade five the self~concept composite 

score (factor seven) and the SRA composite score (factor 

fourteen) demonstrate an r of .492. The value of r if 



Table 4 

Means and Standard Deviations for Piers-Harris 
Factors and SRA Variables 

Grade Grade 
Variables Level Mean S.D. Level 

4 5 

Behavior 14.44 2.86 

Intellectual and 
School Status 13.24 3.81 

Physical Appearance 
and Attributes 7.40 3.15 

Anxiety 8.92 2.86 

Popularity 8.40 2.20 

Happiness and 
Satisfaction 7.44 1. 76 

Composite 60.12 12.70 

Reading .52 • 84 

Language Arts .59 .56 

Math .20 .89 

Social Studies 

Science 

Use of Sources 

Composite .51 .76 

53 

Mean S.D. 

14.10 3.36 

13.24 3.41 

7.52 2.75 

8.62 2.60 

9.38 2.37 

7.69 1.65 

60.52 11.33 

-.04 .85 

-.17 .92 

-.08 .86 

-.11 .94 

-.09 .97 

-.04 .85 

-.09 .94 



Variables 

Self 

Social 

School 

Home 

Composite 

Reading 

Language 
Arts 

Math 

Composite 

Social 
Studies 

Use of 
Sources 

Table 5 

Means and Standard Deviations for Coopersmith 
Factors and SRA Variables 

Grade Grade Grade 
Level l1ean S.D. Level Mean S.D. Level 

6 7 8 

19.55 3.86 18.19 3.61 

5.28 1.96 5.65 1.47 

·5.28 2.25 3.96 2.01 

6.41 1.88 5.81 1.52 

36.52 7.76 33.50 6.72 

.26 .82 -.03 .72 

-.04 .93 • 03 .63 

-.35 .69 -.38 .83 

-.07 .71 -.13 .70 

.18 .85 -.06 .83 

.27 .86 -.01 .77 

54 

Mean S.D. 

17.81 3.84 

5.19 2.15 

4.48 2.21 

6.ll 2.14 

33.52 7.55 

.19 .70 

.13 .64 

.03 .63 

.14 .63 

.05 .71 

.26 .71 
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1 1.000 
2 
3 
4 
5 
6 
7 
8 
9 

Table 6 

The Relationship between Piers-Harris Factors and 
SRA Variables for Grade Levels Four and Five 

2 3 4 5 6 7 8 

Grade Level 4 

.300 .331 .408 .163 .457 .561 -0.192 
1.000 .644 .300 .610 .413 .769 .163 

1.000 .481 .662 .607 .869 -0.108 
1.000 .543 .447 .690 -0.000 

1.000 .589 .782 .075 
1.000 .690 .087 

1.000 -0.062 
1.000 

9 

-0.138 
.033 

-0.142 
-0.081 

.050 

.115 
-0.122 

.718 
1.000 

10 
11 

N = 25 
Value of r at 5% level of significance is: .396 

1 = Behavior 
2 = Intellectual and School Status 
3 = Physical Appearance and Attributes 
4 = Anxiety 
5 = Popularity 

6 = Happiness and Satisfaction 
7 = Composite 
8 = Reading 
9 = Language Arts 

10 = Math 
11 Composite 

10 

-0.279 
.118 

-0.128 
.142 
.083 
.014 

-0.025 
.669 
.649 

1.000 

11 

-0.253 
.107 

-0.151 
.030 
.078 
.060 

-0.087 
o891 
.829 
.907 

1.000 

U1 
U1 



Table 6 (continued) 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 

Grade Level 5 

1 1.000 .344 .110 .454 .008 .341 .600 .336 .379 .072 . 341 .220 .416 .303 
2 1.000 .639 .241 .595 .357 .770 .417 .457 .411 .433 .285 .476 .458 
3 1.000 .084 .364 .352 .664 .440 .555 .580 .447 .433 .399 .564 
4 1.000 .042 .663 .553 .198 .045 -0.019 .285 .048 .035 .086 
5 1.000 . 223 .576 .157 .162 .066 .134 -0.038 -0.049 .151 
6 1.000 .686 .207 .182 .136 .245 .118 .144 .205 
7 1.000 .494 .515 .331 .507 .308 • 377 .492 
8 1.000 .887 .696 .900 .820 .753 .917 
9 1.000 .789 .827 .826 .850 .971 

10 1.000 .703 .629 .737 .875 
11 1.000 .802 .758 .854 
12 1.000 .798 .810 
l3 1.000 .847 
14 1.000 

N = 29 
Value of r at 5% level of significance is: .367 

1 = Behavior 8 = Reading 
2 = Intellectual and School Status 9 = Language Arts 
3 = Physical Appearance and Attributes 10 = Math 
4 = Anxiety ll = Social Studies 
5 = Popularity 12 = Science 
6 = Happiness and Satisfaction 13 = Use of Sources 
7 = Composite 14 = Composite 

(JI 

0'1 



1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 

1 2 

1.000 .290 
1.000 

N = 29 

Table 7 

The Relationship between Coopersmith Factors and 
SRA Variables for Grade Levels 6, 7, and 8 

3 4 5 6 7 8 

Grade Level 6 

.578 .651 .897 .395 .322 .032 

.581 .171 .607 .355 • 291 .134 
1.000 .301 .798 .171 .257 .027 

1.000 ·• 697 .465 .552 .240 
1.000 .448 .442 .116 

1.000 .799 .606 
1.000 .612 

1.000 

Value of r at 5% level of significance is: .367 

1 = Self 7 = Language Arts 
2 = Social 8 = Math 
3 = School 9 = Composite 
4 = Home 10 = Social Studies 
5 = Composite 11 = Science 
6 = Reading 12 = Use of Sources 

9 10 

.287 .361 

.326 .261 

.197 .139 

.474 .493 

.397 .405 

.893 .876 

.916 .742 

.834 .595 
1.000 .819 

1.000 

11 

.370 

.252 

.199 

.520 

.432 

.856 
• 771 
.665 
.842 
.841 

1.000 

12 

.343 

.204 

.254 

.466 

.409 

.746 

.818 

.702 

.855 

.851 

.786 
1.000 

\.11 
....,J 



Table 7 (continued) 

1 2 3 4 5 6 7 

Grade Level 7 

1 1.000 .119 • 580 . .552 .898 .200 .247 
2 1.000 .212 .309 .399 .152 .114 
3 .1.000 .455 . 769 .435 .269 
4 1.000 .748 .394 .393 
5 1.000 .349 .339 
6 1.000 .779 
7 1.000 
a I 

9 
10 
11 
12 

N = 26 
Value of r at 5% level of significance is: .388 

8 9 10 

.200 .248 .301 

.361 .240 .357 

.321 .390 .441 

.480 .469 .433 

.390 .408 .469 

.649 .895 .840 

.823 .943 .765 
1.000 .899 .738 

1.000 .868 
1.000 

11 

.261 

.165 

.475 

.360 

.393 

.853 

.623 

.573 

.754 

.793 
1.000 

12 

.435 

.273 

.493 

.483 

.556 

.827 

.805 

.730 

.871 

.873 

.763 
1.000 

U1 
CD 



Table 7 (continued) 

1 2 3 4 5 6 7 

Grade Level 8 

1 1.000 .326 .614 .382 .881 .006 -0.002 
2 1.000 .199 .062 .518 .170 .204 
3 1.000 .543 .799 .125 .283 
4 1.000 .645 -0.097 -0.038 
5 1.000 .050 .124 
6 1.000 .722 
7 1.000 
8 
9 

10 
11 
12 

N = 27 
Value of r at 5% level of significance is: .381 

8 9 10 

• 098 .037 .051 
.087 .179 .029 
.163 .206 .078 
.055 -0.034 .015 
.135 .113 .055 
.598 .884 .845 
.651 .895 .551 

1.000 .854 .658 
1.000 .790 

1.000 

11 

.010 

.036 

.146 

.084 

.076 

.716 

.519 

.611 

.706 

.789 
1.000 

12 

-0.036 
-0.002 

.146 

.023 

.026 

.747 

.748 

.797 

.874 

.763 

.747 
1.000 

U1 
\.0 
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significant at the 5 percent level of significance must be 

.367. Therefore, a significant relationship exists between 

the two factors (p<.05). The same results are valid for the 

composite factors in grades six and seven. 

Upon close e~amination of the data, for grade levels 

four and eight, one finds that not a single factor in the 

self-concept test is related to any of the variables in the 

SRA test. A similar finding was reported by Williams (1967} 

who surmised that other variables, not measured by the .self

concept test, were of greater importance to the child's self

concept as related to his academic achievement. The same 

assumptions can be made in the following study. 

The variables within the Piers-Harris Test are 

important self-concept factors but apparently not related 

to achievement in the lower elementary grades (grade four} • 

Moreover, the variables within the Coopersmith Test are also 

important self-concept factors but, in this study, the 

variables are not related to achievement in grade eight. 

In considering these two cases, either self-concept is not 

dependent upon classroom ability, or classroom ability is 

not a reflection of one's self-concept. The same self

concept variables, however, are representative of the middle 

elementary grades; thus, their value becomes relevant to 

the academic achievement of the child in the fifth, sixth, 

and seventh grade. Another possible explanation may be 

noted by examining the mean and standard deviation scores 
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found on Tables 4 and 5. In comparison to the SRA scores 

for grade levels four and eight, grades five, six, and seven 

scored lower on most of the SRA factors. In relation to 

self-concept, the lower achievement scores may account for 

lower self-concept scores. The struggle for self-improvement 

may fail when a segment of the class falls below average 

(i.e., in grades five, six, and seven) and thus promotes 

low achievement. In other words, a group of low achievers 

who hav~ established identity within the class, may support 

one another's athletic ability but are less likely to 

acknowledge classroom achievement. This support from the 

low achievers would, in turn, be detrimental to a healthy 

self-concept. Therefore, one might agree with Brookover 

(1964) who assumes that self-concept is not a reflection of 

specific others but rather a community of opinion and general 

attitudes. If this assumption is correct, a group of low 

achievers will have low self-concept regardless of peer 

group status. 

Differences occurring within male and female scores 

may account for the relationships found in the correlation 

matrix in Tables 6 and 7. Also, the fact that self-concept 

and achievement were not related in grades four and eight 

may be influenced by male and female SRA scores. Thus, a 

t-test was used to establish significant relationships 

between male and female composite scores both on self-concept 

tests and the SRA series. Tables 8, 9, 10, 11, and 12 
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represent composite scores, mean and standard deviation, and 

t-ratio for males and females on each grade level. On grade 

level four there is no significant difference between male 

and female self-concept scores and SRA scores (Table 8). 

On grade levels five, six, and seven (Tables 9, 10, and 11) 

self-concept scores are considerably lower for boys than 

for girls. On grade levels five and six, the difference is 

significant at the .05 level. The same can be said of 

achievement scores. Boys scores are considerably lower on 

grade levels five, six, and seven and significantly lower 

on grade level seven (p<.OS). On Table 12, male self-concept 

scores are higher than female scores and, likewise, the SRA 

achievement scores for males are higher than female scores. 

But there are no significant differences between male and 

female self-concept and achievement scores ·in grade level 

eight. 

The data suggest that the composite scores for males, 

on both the SRA and self-concept tests, will be lower than 

that for females as long as there is a disparity between 

male and female achievement. Thus, when achievement scores 

for females are comparatively higher than those for males, 

corresponding self-concept scores also seem to be compara

tively higher. It is this writer's contention that low 

achievement levels in males account for the relationships 

found in the correlation matrix on Tables 6 and 7. On the 

other hand, levels of achievement are comparatively equal 
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for males and females on grade levels four and eight (Tables 

8 and 12} consequently, no disparity exists between male 

and female scores. Therefore, this writer believes that 

self~concept factors as measured by Piers-Harris or Coopersmith 

are relevant when.achievement leVels are low. In this case, 

low achievement levels in males perpetuates psychological and 

sociological stress when family, peer, or self expectations 

are not met. Consequently, the. variables measured within the 

two self-concept tests are relevant only when low achievement 

manifests itself on grade levels (as it has in grades five, 

six, and seven}. 

The data within this study seems to support the 

research done by Bledsoe (1967}, Perkins (1958), Campbell 

(1967}, Sapir (1966}, and others who havs found relationships 

existing between self-concept and achievement in conjunction 

with male and female performance levels. There seems to be 

little doubt concerning the conformity of certain basic 

tendencies within the data. In the first place, there seems 

to be a relationship between low self-concept and low 

achievement. Secondly, a strong relationship exists between 

self-concept and achievement in boys rather than in girls, 

especially in underachieving boys. Thirdly, relationships 

between self-concept factors and SRA variables are more 

likely to occur when underachievement prevails. Finally, 

relationships may be influenced to a greater extent by male 

underachievement as compared to female achievement on the 



Male 

Table 8 

T-Test to Establish Significance between Male and Female 
Self Concept and Achievement in Grade Level Four 

Female Male 
Self Concept Scores Self Concept Scores SRA Scores 

62.00 69.00 1. 75 
78.00 52.00 .95 
61.00 72.00 -.31 
69.00 55.00 .47 
70.00 34.00 .31 
37.00 80.00 .55 
45.00 55.00 .95 
78.00 52.00 .55 
69.00 73.00 -.58 
53.00 53.00 -.64 
50.00 .10 
64.00 .81 
55.00 • 03 
46.00 1. 75 
71.00 .02 

Mean Mean 
Score 60.53 59.50 Score .45 

S.D. 12.45 13.72 S.D. .73 

T-Ratio .20 T-Ratio .43 

p > .05 not significant p > • 05 not significant 

Female 
SRA Scores 

-.36 
.55 
.67 
.55 

-.13 
.31 

-.36 
1.41 

.95 
2.33 

.59 

.83 

m 
.:::. 



Male 
Self Concept Scores 

Mean 
Score 

S.D. 

48.00 
48.00 
62.00 
ss.oo 
7S.OO 
72.00 
S3.00 
S4.00 
63.00 
37.00 
66.00 
39.00 
72.00 
41.00 

S6.07 

12.63 

T-Ratio 2.14 

p < • OS significant 

Table 9 

T-Test to Establish Significance between Male and Female 
Self Concept and Achievement in Grade Level Five 

Female Male 
Self Concept Scores SRA Scores 

73.00 -.18 
67.00 .OS 
70.00 .25 
79.00 -1.28 
63.00 -.08 
S2.00 .64 
S5.00 .64 
62.00 -2.0S 
S9.00 • 9S 
71.00 -2.33 
69.00 -.18 
48.00 -.18 
68.00 - . OS 
70.00 -.08 
64.00 

Mean 
64.66 Score -.28 

8.37 S.D. .96 

T-Ratio 1.04 

p > • OS not significant 

Female 
SRA Scores 

1. 7S 
-.31 

.OS 
1.41 

.31 

.31 
-1.28 

.18 
-.67 

.2S 
-1.48 
-.58 
-.18 
1.18 

.39 

.09 

• 91 

m 
lJ1 



Male 
Self Concept Scores 

40.00 ' 
38.00 
37.00 
45.00 
29.00 
24.00 
33.00 
42.00 
30.00 
23.00 
27.00 
41.00 
22.00 
45.00 
30.00 

Mean 
Score 33.73 

S.D. 7.95 

T-Ratio 2.14 

p < • 05 significant 

Table 10 

T-Test to Establish Significance between Male and Female 
Self Concept and Achievement in Grade Level Six 

Female Male 
Self Concept Scores SRA Scores 

43.00 -.20 
38.00 o61 
50.00 -.28 
29.00 .99 
47.00 -.52 
3~.00 -.08 
42.00 -.55 
43.00 .02 
43.00 -1.56 
28.00 -.52 
43.00 -1.28 
33.00 -1.28 
42.00 -.36 
33.00 . -.20 

.71 

Mean 
39.50 Score -.30 

6.54 S.D. .72 

T-Ratio 1.91 

p > • 05 not significant 

Female 
SRA Scores 

.28 

.28 

.84 
-.36 

.55 

.71 

.84 
-.92 
-.41 
-.92 

.03 

.39 

.18 
1.08 

.18 

• 64 

I 

m 
m 



Male 
Self Concept Scores 

31.00 
21.00 
34.00 
38.00 
32.00 
39.00 
22.00 
32.00 
39.00 
36.00 
33.00 
26.00 
26.00 

Mean 
Score 31.46 

S.D. 6.09 

T-Ratio 1.59 

Table 11 

T-Test to E~tablish Significance between Male and Female 
Self Concept and Achievement in Grade Level Seven 

Female · Male 
Self Concept Scores SRA Scores 

29.00 -1.23 
37.00 -.64 
45.00 .31 
26.00 -. 77 
33.00 - o92 
23.00 o23 
47.00 -.13 
33.00 1.08 
38.00 -.36 
36.00 -.15 
41.00 -o55 
35.00 -. 77 
39.00 -1.55 

Mean 
35.53 Score -.42 

6.92 S.D. .70 

T-Ratio 2o26 

p > • 05 not significant p < • 05 significant 

--<.,-:~· '"""·· 

Female 
SRA Scores 

.74 
-.64 

.61 
-.so 
-.03 

.18 
1.13 
-.08 

.55 

.36 
-.39 
-.64 

.74 

.16 

.59 

0'\ 
-....) 



Male 
Self Concept Scores 

35.00 
38.00 
40.00 
37.00 
36.00 
23.00 
31.00 
37.00 
28.00 
45.00 
30.00 
42.00 
42.00 
29.00 

Mean 
Score 35.21 

S.D. 6.26 

T-Ratio 1.20 

Tabl~ 12 

T-Test to Establish Significance between Male and Female 
Self Concept and Achievement in Grade Level Eight 

Female Male 
Self Concept Scores SRA Scores 

34.00 .99 
15.00 -.25 
30.00 1.08 
38.00 .18 
27.00 .44 
27.00 -.52 
40.00 -.64 
40.00 .23 
39.00 . 23 
33.00 1.28 
30.00 .44 
42.00 -. 77 
17.00 .55 

-.64 

Mean 
31.69 ·Score .19 

8.60 S.D. • 67 

T-Ratio .42 

p > • OS not significant p > • 05 not significant 

·~~~:.'!.~"-' 

Female 
SRA Scores 

-.31 
.88 
.18 

-.67 
.28 
.10 
.28 

-.20 
.10 

1.48 
-. 77 
-.05 
-.25 

.08 

.60 

/ 

0'1 
co 
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same age level. 

Summary 

It was the purpose of this study to investigate the 

effects of motor ability and classroom achievement upon 

self-concept. It was hypothesized that children experiencing 

below average scholastic achievement on tests and/or movement 

deficiencies on the playground would demonstrate low self-

esteem on self-concept inventories. Over a two month period 

of time, SRA achievement tests, self-concept inventories, 

and motor surveys were administered to children in grade 

levels four through eight. A Pearson Product Moment Correla

tion and a t-test were used to determine whether these 

relationships were significant and to find out if there 

were sex-determined relationships. 

The results revealed that relationships do exist 

between self-concept and motor deficiencies and also between 

self-concept and underachievement in the middle elementary 

grades. It was also discovered that low self-concept scores 

were attributed to underachievement in males rather than in 

females. 

Limitations 

The research project must be considered with the 

following limitations. First, the study employed a small 

number of subjects (n=l8) with movement deficiencies. Such 

a small number precluded the use of any statistical test 
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concerning the analysis of the data, with the exception of 

grade four. Second, the decision to employ two different 

self-concept tests may have affected the results by 

evaluating self-concept with entirely different factors. 

The use of one test, preferably the Piers-Harris, would have 

facilitated the analysis of test results across the various 

grade levels. Third, in administering the self-concept test, 

grades two and three should not have been omitted. This 

omission may have precluded making a weak statement about 

self-concept in relation to academic achievement at the 

lower elementary grades. Fourth, the study was conducted 

over a two month period which may have hastened the diagnosis 

of movement deficiencies. 

Conclusions 

The first hypothesis suggests that a relationship 

exists between scholastic achievement and self-concept. The 

results have demonstrated that low self-concept is attributed 

to underachievement, especially in males. Self~concept 

also seems to be affected by poor movement ability. Results 

have substantially demonstrated that poor coordination is 

detrimental to self-concept, thereby, supporting the second 

hypothesis. 

The interrelatedness of the variables involved in 

this study suggest that below average physical and mental 

abilities in the school is in turn detrimental to self-
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concept.. Remediation of those physical and. mental deficien-

cies will promote self-improvement. In this study, the 

influence which poor coordination and underachievement have 

upon self-concept is reason enough to coordinate programs 

which remediate the deficiencies. The need of the child to 

realize potential performance levels no doubt will strengthen 

his self-concept once those levels are attained. 
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Appendix I 

THE PIERS-HARRIS SELF-CONCEPT TEST 

Here are a set of statements. Some of them are true of you and so you 
will circle the YES. Some are not true of you and so you will circle the 
NO. Answer every question even if some are hard to decide. There are no 
right or wrong answers. Only you can tell us how you feel about yourself, 
so we hope you will mark the way you really feel inside. 

1. My classmates make 
fun of me 

2. I am a happy person 

3. It is hard for me to 
make friends 

4. I am often sad 

5. I am smart 

6. I am shy 

7. I get nervous when the 
teacher calls on me 

8. My looks bother me 

9. When I grow up I will be 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

an important person YES NO 

10. I get worried when we 
have tests in school YES NO 

11. I am unpopular YES NO 

12. I am well behaved 
in school YES NO 

13. It is usually my fault 
when something goes 
wrong YES NO 
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14. I cause trouble to 
my family 

15. I am strong 

16. I have good ideas 

17. I am an important 
member of my family 

18. I like being the way 
I am 

19. I am good at making 
things with my hands 

20. I give up easily 

21. I am good in my 

YES 

YES 

YES 

YES 

YES 

YES 

YES 

schoolwork YES 

22. I do many bad things YES 

23. I can draw well YES 

24. I am good in music YES 

25. I behave badly at home YES 

26. I am slow in finishing 
my schoolwork YES 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 

NO 



27. I am an important 
member of my class YES NO 

28. I am nervous YES NO 

29. I have pretty eyes YES NO 

30. I can give a good report 
in front of the class YES NO 

31. In school I am a 
dreamer YES NO 

32. I pick on my brother(s) 
and sister(s) YES NO 

33. My friends like my 
ideas YES NO 

34. I often get into trouble YES NO 

35. I am disobdient at 
home 

36. I am unlucky 

37. I worry a lot 

38. My parents expect too 
much of me 

39. I usually want my own 
way 

40. I feel left out of things 

41. I have nice hair 

42. I often volunteer in 
school 

43. I have a pleasant face 

44. I sleep well at night 

45. I hate school 

46. I am among the last to 
be chosen for games 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

47. I am sick a lot 

48. I am often mean to 
other people 

49. My classmates in 
school think I have 
good ideas 

50. I am unhappy 

51. I have many friends 

52. I am cheerful 

53. I am dumb about most 
things 

54. I am good looking 

55. I have lots of pep 

56. I get into a lot of 
fights 
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YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

57. I am popular with boys YES NO 

58. People pick on me YES NO 

59. My family is disappointed 
in me YES NO 

60. I wish I were different YES NO 

61. When I try to make 
something, everything 
seems to go wrong YES NO 

62. I am picked on at home YES NO 

63. I am a leader in games 
and sports YES NO 

64. I am clumsy YES NO 

65. In games and sports I 
watch instead of play YES NO 

66. I forget what I learn YES NO 





1 

1 

1 

1 

1 
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Appendix II 

THE STANLEY COOPERSMITH SELF-ESTEEM INVENTORY 

Name School -------------------------------------- ------------------
Class Date ------------------------

Please mark each statement in the following way: 
If the statement describes how you usually feel, put a check ( ) in the 
column "LIKE ME". 
If the statement does not describe how you usually feel, put a check ( ) 
in the column "UNLIKE ME". 

There are no right or wrong answers. 

LIKE ME UNLIKE ME 

Example: I'm a hard worker. 

1. I spend a lot of time day-dreaming. 

2. I'm pretty sure of myself. 

3. I often wish I were someone else. 

4. I'm easy to like. 

s. My parents and I have a lot of fun together. 

6. I never worry about anything. 

7. I find it very hard to talk in front of the class. 

8. I wish I were younger. 

9. There are lots of things about myself I'd change if 
I could. 

o. I can make up my mind without too much trouble. 

1. I'm a lot of fun to be with. 

2. I get upset easily at home. 

3. I always do the right thing. 

4. I 1 m proud of my· schoolwork. 

s. Someone always has to tell me what to do. 
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16. It takes me a lon g time to get used to anything new. 

17. I'm often sorry f or the things I do. 

18. I'm popular with kids my own age. 

19. My parents usuall y consider· my feelings. 

20. I'm never unhappy . 
21. I'm doing the bes t work that I can. 

22. I give in very ea sily. 

23. I can usually tak e care of myself. 

24. I'm pretty happy. 

25. I would rather pl ay with children younger than me. 

26. My parents expect too much of me. 

27. I like everyone I know. 

28. I like to be call ed on in class. 

29. I understand myse lf. 

30. It's pretty tough to be me. 

31. Things are all mi xed up in my life. 

32. Kids usually foll ow my ideas. 

33. No one pays much attention to me at home. 

34. I never get scold ed. 

35. I'm not doing as well in school as I'd like to. 

36. I can make up my mind and stick to it. 

37. I really don't li ke being a boy - girl. 

38. I have a low opin ion of myself. 

39. I don't like to b e with other people. 

82 

LIKE ME UNLIKE ME 

:1 

j 

I ;I 

.i 
i 



83 

LIKE ME UNLIKE ME 

40. There are many times when I'd like to leave home. 

41. I'm never shy. 

42. I often feel u pset in school. 

43. I often feel a shamed of myself. 

44. I'm not as nic e looking as most people. 

45. If I have some thing to say, I usually say it. 

46. Kids pick on m e very often. 

47. My parents und erstand me. 

48. I always tell the truth. 

49. My teacher mak es me feel I'm not good enough. 

50. I don't care w hat happens to me. 

51. I'm a failure. 

52. I get upset ea sily when I'm scolded. 

53. Most people ar e better liked than I am. 

54. I usually feel as if my parents are pushing me. 

55. I always know what to say to people. 

56. I often get di scouraged in school. 

57. Things usually don't bother me. 

58. I can't be dep ended on. 



Appendix III 

CHAMPI MOTOR SURVEY 

***** LOCOMOTION ***** 

PATTERN ELEMENTS PRESENT 

LOCOMOTION: 

(While walking or running) 

1. The trunk is erect ••••••••••••• 

2. The hands swing at his side •••• 

3. No shuffling present ••••••••••• 

4. Opposition -leg and arm •••••••• 

5. The supporting leg is straight 

6. Heel strikes ground first •••••• 

7. Body erect ..•....•.•.•.••.•..•• 

8. Walks in straight line •••.•••••• 

9. No unusual swaying motion •••••• 

10. Toes are pointed straight 
ahead •••••••••••••••••••••••••• 

11. The legs do not move rigidly 
from the hips nor are they 
held rigidly in place at the 
hips and move only from the 
knee • •••••••••••••••••••••••••• 

12. No apparent difficulty in 
initiating or stopping 
movement ••••••••••••••••••••••• 

13. He can vary speed on command 
whil~ moving ......••...•.••.•.. 

14. His concentration on the move
ments does not interfere with 
assigned tasks ••.••...••••.•••• 

15. Maintains balance •••••••••••••• 

DEVIATIONS NOTED 

The trunk is not erect •••••••••••• · •• 

Do not swing at side •••••••••••••••• 

Feet do not leave floor ••••••••••••• 

No opposition-right leg thrust 
with right arm •......•.•.••..••••••. 

Supporting leg is unstable •••••••••• 

Flat-footed step •••••••••••••••••••• 

Body slouched ••••••••••••••••••••••• 

Cannot walk in straight line •••••••• 

Ma-rked swaying • ••••••••••••• .•••••••• 

Toes are bowed inward ••••••••••••••• 
Toes are bowed outward •••••••••••••• 

The legs move rigidly from 
the hips or are held 
rigidly in place at the 
hips and move only from the 
knee • ••••••••••••••••••••••••••••••• 

Has difficulty starting and 
stopping .......................•.. ~. 

He cannot vary speed on 
command while moving •••••••••••••••• 

His concentration on the 
movements interferes with 
asSigned tasks ......•.•.••.••••••••• 

Loses balance; stumbles ••••••••••••• 
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BODY DIFFERENTIATION 

1. Has no trouble understanding 
right from left •••••••••••••••• 

2. Use of specific parts of the 
body does not involve 
unnecessary aid from other 
parts· . ................... ~ .... . 

3. Demonstrates control over 
dominant side of body •••••••••• 

4. Has some control over recessive 
side of his body ••••••••••••••• 

5. There is little tension in 
other limbs as he performs 
specific tasks ••••••••••••••••• 

6. Can pivot upper trunk 
without involving hips 
and legs . ..................... . 

7. Can lift knees and legs 
without moving upper trunk ••••• 

B. Exhibits bilateral thrust •••••• 

9. Can integrate thought into 
movement without confusion 
and hesitation ••••••••••••••••• 

10. Angels in the Snow (~ pt. each) 

a. Can move right arm (without 
involving other quadrants). 

b. Can move right leg (without 
involving ••••• ) ••••••••••••• 

c. Can move left arm (without 
involvement •.•• ) •••••••••••• 

d. Can move left leg (without 
involvement) •••••••••••.•••• 

e. Can move both arms (without 
involving tension in the 
legs) ••••••••••••••••••••••• 
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Has difficulty distinguishing 
right from left •••••••••••••••••••••• 

Unnecessary involvement of 
limbs, not needed for 
specific tasks ..........•••.••••••••• 

Lacks firm control over 
dominant side of body •••••••••••••••• 

Has almost no control over 
recessive side of his body ••••••••••• 

There is tension in other 
limbs as he performs specific 
tasks . ..............................• 

Cannot pivot upper trunk 
without involving hips and 
legs . ............................... . 

Cannot lift knees and legs 
without moving upper trunk ••••••••••• 

\ 

Exhibits bilateral thrust •••••••••••• 

Cannot integrate thought into 
movement .......•••••..•.•.••••••••••• 

a. Cannot move right arm without 
tension or interference from 
another quadrant •••••••••••••••••• 

b. Cannot move right leg without 
tension from another quadrant ••••• 

c. Cannot move left arm 
(without involvement) ••••••••••••• 

d. Cannot move left leg 
(without involvement) ••••••••••••• 

e. Cannot move both arms 
without involving tension 
in the legs •••••••••••••••• ~ •••••• 
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BODY DIFFERENTIATION (continued) 

f. Can move both legs (without 
involving tension in the 
arms) ••••••••••••••••••••••• 

g. Can move left arm and left 
leg in unison without 
involving other extremities. 

h. Can move right arm and right 
leg in unison without 
involving other extremities. 

i. Can move right arm and left 
leg in unison without 
involving other extremities. 

j. Can move left arm and right 
leg in unison without 
involving other extremities. 

f. Cannot move both legs 
without involving tension 
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in the arms •••.••.•••..••••••••••• 

g. Cannot move left arm and 
left leg in unison without 
involving other extremities ••••••• 

h. Cannot move right arm and 
right leg in unison without 
involving other extremities ••••••• 

i. Cannot move right arm and 
left leg in unison without 
involving other extremities ••••••• 

j. Cannot move left arm and 
right leg in unison without 
involving other extremities ••••••• 

BALANCE AND COORDINATED DIFFERENTIATION 

1. Can stand and maintain 
balance for intervals of 
30 to 60 seconds ••••••••••••••• 

2. While in motion the body 
demonstrates no apparent 
swaying from side to side 
or fore and aft •••••••••••••••• 

3. Weight is evenly 
distributed •..•..••.•••••.••••• 

4. Can balance solely on 
the right leg for 10 seconds ••• 

5. Can balance solely on the 
left leg for ten seconds ••••••• 

6. Can maintain balance on his 
tip toes for 10 seconds •••••••• 

7. Does not demonstrate 
awkward stance ••••••••••••••••• 

B. Demonstrates balance during 
motor patterns of walking 
and running . ................... . 

Cannot stand and maintain 
balance for intervals of 
30 to 60 seconds ......•....•..••••••• 

Considerable swaying from side 
to side or fore and aft •••••••••••••• 

Weight is distributed on the leg 
of the dominant side ••••••••••••••••• 

Cannot balance on the right 
leg for 10 seconds ••••••••••••••••••• 

Cannot balance on the left leg 
for ten seconds . .......... ........... . 

Cannot maintain balance on his 
tip toes for 10 seconds •••••••••••••• 

Awkward stance: Legs and feet 
over-extended to control balance ••••• 

Improper balance interferes with 
legs and feet. Flat-footed descent 
is noted while running ••••••••••••••• 
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BALANCE AND COORDINATED DIFFERENTIATION (continued) 

9. Individual can imitate 
movement in a coordinated 
effort ••••••••••••••••••••••••• 

10. Individual can imitate move
ments which involve balance 
in a coordinated effort •••••••• 

11. Individual can perform 
motor tasks when given 
orally ••••• ~ ••••••••••••••••••• 

12. When an individual is orally 
instructed to perform a 
succession of motor tasks 
he can: (~pt.) 

a. perform tasks correctly ••••• 

b. perform tasks correctly 
and in order ••.•••••••••.••• 

c. orally recall two or 
more tasks .••••••••••••••••• 

d. orally recall all tasks 
in order •••••••••••••••••••• 

e. orally recollect two or 
more tasks and thus, 
perform those tasks 
correctly .. ~················ 

f. orally recollect the given 
tasks and thus, can 
perform all tasks correctly 
and in order ••.•.••.•••••••• 

13. Tasks which involve a 
combination of basic motor 
patterns are performed with 
little difficulty •••••••••••••• 

Individual cannot imitate move-
ment in a coordinated effort ••••••••• 

Individual cannot imitate movements 
which involve balance in a 
coordinated effort ••••••••••••••••••• 

Individual cannot perform 
motor task upon oral 
instruction •••.••••.••••••••••••••••• 

When an individual is orally 
instructed to perform a 
succession of motor tasks 
he cannot: 

a. perform tasks correctly •••••••• 

b. perform tasks correctly 
and in order ••••••••••••••••••• 

c. orally recall two or 
more tasks . ........•........... 

d. orally all tasks in order •••••• 

e. orally recollect two or 
more tasks and thus, 
performs those tasks 
incorrectly .•..••••.•••.•.••.•• 

f. orally recollect the given 
tasks and thus, is unable 
to perform any of the 
given tasks •••••••••••••••••••• 

Cannot perform tasks which involve 
a combination of basic motor 
patterns .... ........................ . 

,, .... 



PARTICIPATION 

1. Displays ecstasy and 
enthusiasm as gym class 
begins . ......•...... '· .....•.... 

2. Enjoys playing with 
others .. ...................... . 

3. Enjoys entertaining 
oneself •••••••••••••••••••••••• 

4. Is expressive, creative, 
imaginative as he plays •••••••• 

5. Is cooperative with others ••••• 

6. Enjoys and accepts the 
role of leader .••.•.••.••••.•.• 

7. Accepts .and enjoys his role 
as 11 follower" ..••••••••••••••.• 

8. Is praised for his athletic 
ability ....................... . 

9. Enjoys competitive games ••••••• 

10. Enjoys games which involve 
individual skill ••••••••••••••• 

11. Is interested in athletics 
and athletic contests •••••••••• 

12. Is persistent •••••••••••••••••• 

13. Does not enjoy being left 
out of activities •••••••••••••• 

14. Enjoys coeducational 
sports . .................•...... 

15. Emotional strength 
overcomes taunting ••••••••••••• 

16. Enjoys athletic and game 
participation with the 
same sex rather than with 
the opposite sex.~············· 
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Child is generally apprehensive 
as gym class begins •••••••••••••••••• 

Does not enjoy playing with 
others . ............................. . 

Does not enjoy entertaining 
oneself •••••••••••••••••••••••••••••• 

Is repressed, fearful, and 
unimaginative ...•...••.•.••••••••••.• 

Does not cooperate with others, 
quarrelsome ••.••.•.•..•.•..•••••••••• 

Does not volunteer as leader nor 
will he accept that role ••••••••••••• 

Does not accept, nor does he 
enjoy his role as "follower" ••••••••• 

Is taunted for his lack of 
ability and coordination ••••••••••••• 

Does not participate in 
competitive games ..••.•••...••..••.•• 

Does not enjoy games which 
involve individual skill ••••••••••••• 

Not interested in athletics, 
in general ••••••••••••••••••••••••••• 

Gives up easily ••••••.•.••••••••••••• 

Usually watches from a distance •••••• 

Does not enjoy coeducational 
sports . ............................. . 

Taunting provokes tears, anger, 
and a need for protection •••••••••••• 

Participates only with members 
of the opposite sex •••••••••••••• .•••• 

---



PHYSICAL FEATURES 

1. Maintains good posture (~pt.) 
a. erect stance 
b. shoulders square and firm 

c. stomach in and firm 

d. backbone straight 

e. head erect 

2. Neatly dressed individualo••••• 

3. Shoes in apparent good order ••• 

4. Well groomed ..••..•.......•.... 

5. Weight appears to be pro
portionate to height •••••••••• 

6. Weight does not seem to be 
a deterrant in relation to 
stamina or the willingness 
to participate ••••••••••••••••• 

7. Feet remain parallel during 
normal stance, walking, or 
running: (1 pt.) 
a. feet are not toed 

inward . ......•........•.•... 
b. feet are not toed 

outward ..••••••.••••••••.••• 

8. Specific muscle areas seem to 
be developed (in consideration 
to age) (~ pt.): 

a. legs 
b. arms 
c. neck 
d. abdominal 
e. hands 

Maintains poor posture 
a. stooped 
b. shoulders rounded-leaning in 

forward direction 
c. stomach protruding, lacking 

muscle tone 
d. backbone yielding towards 

area of stomach protrusion 
e. head down eyes focusing 

upon the ground 
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Dissheveled appearance ••••••••••••••• 

Shoes are badly worn ••••••••••••••••• 

Hair is dissheveled ••••••• ~ •••••••••• 

Overweight in relation to height ••••• 

Underweight or overweight 
individuals are emotionally 
and/or physically deterred, 
at times, while participating 
during physical activities ••••••••••• 

Feet are markedly subnormal 
in position: 

a. feet are toed inward ••• ·• •••••••••• 

b. feet are toed outward •••••••••• · ••• 

Specific muscle areas seem to be 
lacking in muscle tone, such as: 

a. legs 
b. arms 
c. neck 
d. abdominal 
e. hands 



REACH, GRASP, AND RELEASE 

REACHING 

1. Reach is controlled by 
individual .•.••.••••••••.•••••• 

2. Directional reach can be 
made without effort •••••••••••• 

3. No impairment is seen while 
reach is made across midline 
of. body . .......... , .•........... 

4. Child reaches out with the 
arm in a controlled fashion •••• 

5. No difficulty reaching for 
or contacting the object ••••••• 

6. Reach is anticipatory of 
contact far in advance of 
airborne object •••••••••••••••• 

GRASP 

7. Hands express the confidence 
portrayed within the 
individual ••••••••••••••••••••• 

B. Hands are flexible, and in 
anticipation of contact •••••••• 

9. Child locates objects with 
his eyes and follows the 
object as it contacts the 
hand • ••••••••••.••••••••••••••• 

10. Object is grasped .and held 
firmly by the individual ••••••• 

RELEASING 

11. Child keeps his eye on the 
target as the object is 
released ••••••••••••••••••••••• 

12. Child has firm control of 
the ball as he releases •••••••• 
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Reach is uncontrolled •••••••••••••.••• 

Underestimates and/or overestimates 
direction of object •••••••••••••••••• 

Has difficulty contacting ball 
when it is on the left and/or 
right side of his body ••••••••••••••• 

Child leans forward with body 
rather than reaching out ••••••••••••• 

At full extension of arms, child 
has difficulty contacting object ••••• 

Reach is always late and thus, 
contact is seldom made ••••••••••••••• 

Hands are limp, fearful, .and lack 
confidence, a caricature of the 
individual, himself •••••••••••••••••• 

Hands seem tense and rigid.~········· 

Child locates object with eyes, 
begins approach with the hand, then 
turns the eyes away before the hand 
contacts the object •••••••••••••••••• 

Object is dropped upon contact ••••••• 

Ch~ld fails to keep his eyes on 
the target as the object is 
released ••••••••••••••••••••••••••••• 

Ball slips from the child's hand 
as he begins his release ••••••••••••• 



RELEASING (continued) 

13. The release is rhythmic in 
relation to target contact ••••• 

14. Body is balanced during 
and after release •••••••••••••• 

15. During the release of the 
object (aim) the target is 
contacted at least half of 
the time . ..................... . 

SPATIAL ORGANIZATION 

1. Child is able to judge objects 
that are tossed to him ••••••••• 

2. Concentration on falling 
object does not impede 
movement •• ••••••••••••• _ •••••••• 

3. Child is able to swing at 
and contact an object that 
is thrown to him ••••••••••••••• 

4. He is capable of jumping 
rope or can learn to do so 
over a period of time •••••••••• 

5. Child has no difficulty 
jumping from heights ••••••••••• 

6. Child is able to imitate 
an individual's movement 
from a distance •••••••••••••••• 

7. Individual is capable of 
dodging a hurled object 
with success ............... -•... 

8. Child is capable of throwing 
a ball in the air and 
catching it ................... . 
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Child releases object too soon •••••••• 
Child releases object too late •••••••• 

Improper balance, stumbling, 
causes poor relea$e ••••• .•••• 0 0 0 • 0 ••••• 

Eye-hand-target coordination is 
poor. Individual is unable to 
contact target •••.••• o•••••••••••••••• 

Child misjudges hurled objects ••••••• ~ 

Movements are faulty due to the 
concentration upon the falling 
object ............................... . 

Child is unable to swing at and 
contact an object that is thrown 
to him: 

a. He swings under object •••••••••• ~ 
b. He swings over object •••••••••••• 
c. He swings too soon .• ~······ ······· 
d. He swings too. late ••••••••••••••• 

Child is unable to jump rope; 
rhythm and perception are 
hindrances •••••••••••••••••••••••••••• 

Child is unable to jump from heights 
without falling on impact or losing 
his balance . ...................... _ .... . 

Child is unable to imitate a 
given movement from a distance •••••••• 

Individual is incapable of 
dodging a hurled object ••••••••••••••• 

Child is unable to toss the ball in 
a linear vertical direction and 
thus, cannot catch it ••••••••••••••••• 

or 



SPATIAL ORGANIZATION {continued) 

9. Child can estimate the 
approximate number of 
steps it takes to reach 
a given point ........•.•.••..•• 

10. Child has no problem with 
objects or other children 
while participating in 
playground activities •••••••••• 

Upon return of the vertical 
toss, the child is unable to 
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catch it ••••••••••••••••••••••••••••• 

Child is unable to approximate 
the number of steps it takes to 
reach a given point •••••••••••••••••• 

Child seems to collide with objects 
or other children while participating 
in playground activities ••••••••••••• 
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