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Chapter 1: Introduction to the Study  

Introduction 

Among other things, art programs have traditionally provided a means for 

adolescents to engage in activities that promote self-expression and successful task 

completion (Reeve, 2009). The evidence of task completion can be seen in visual and 

performing arts productions, as well as physical works of art created by students. The 

opportunity to complete tasks in an art program may further reinforce a foundation of 

academic self-efficacy, self-expression, and achievement motivation (Reeve, 2009). 

Georgia educators may fail to provide this opportunity when curriculum development 

focuses on meeting federal standardized testing and ranking requirements to the 

detriment of arts programs. The purpose of this first section of chapter one is to provide a 

description of the topic of this study, why the study needed to be conducted, and the 

potential positive social change implications of this study. There is also a preview of the 

major sections of the chapter. 

Atlanta Public School System (APS) curricula development is influenced by 

Common Core State Standards that are in alignment with national career skill and college 

preparatory coursework (APS, 2013). Math and literacy skill advancement are the center 

of curriculum development for Common Core. According APS (2013), budget cuts 

reported will result in a reduction of funding for Arts in the APS curricula 2014-2015and 

2015-2016 school years. This reduction could include arts programs that may promote 

self-efficacy, self-expression, and motivation for achievement motivation (Greenfield, 

2009; Reeve, 2009). Efforts to incorporate Common Core into APS’ curriculum have led 
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to budget cuts which reduced supplies needed to operate arts programs in APS (Atlanta 

Public School System, 2013). According to the APS’ Budget for fiscal year 2013, for art 

program expenses decreased to $3,150,581 from the fiscal year 2012 budget $3,199,791. 

This decrease in funding is the result of the district’s efforts to reallocate and repurpose 

funds to increase of the number of art teachers in the classrooms, which are needed to 

help meet core curriculum standards (APS, 2013). 

Prior to implementation of the Common Core in 2013, the GDOE (2011) 

integrated fine arts into a core curriculum. Those efforts focused on the domains of 

creative thinking, response, assessment and reflection, contextual understanding, and 

connections (GDOE, 2011). Budget deficits increased because the APS district has had to 

pay $1 million a month in salaries to educators on payroll leave due to the Criterion-

Referenced Competency Tests (CRCT) scandal (APS, 2013). With the reported budget 

for APS, an attempt at arts integration may be difficult to identify. Efforts to support 

academic learning for students in Grades 1 through 12 do not include arts as part of the 

core content areas for curriculum and instruction (APS, 2013). Art was a major 

component of the overall education of students and was used to develop well rounded 

young adults.  According to APS (2013), graduation coaches have now been placed at 

each middle and high school campus to identify and monitor interventions to assist 

students at risk of non-graduation. Staff focus is now centered on readying students for 

college and career paths. The reduction of arts programs as a result of budgetary 

constraints and the uncoupling of arts programs from the Common Core restricts the 

methods by which ethnically diverse students who attend these schools are allowed to use 
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creativity and expression in the process of learning (Beveridge, 2010; Heilig, Cole & 

Aguilar, 2011). Such restriction has been associated with student dissatisfaction in 

curriculum and apathy in the classroom environment (Thompson & Allen, 2012) and may 

be reflected in dropout rates in other school districts. According to the GDOE (2012), 

annual dropout rates reported for Georgia equate to approximately 30.3% compared to 

the 25% national dropout rate. Specific to APS, the dropout rate is even higher at 

approximately 49.13% (GDOE, 2012). It remains to be seen what impact the changing 

curriculum and de-emphasis on the arts will have on APS dropout rates and achievement 

motivation.  

Inner city schools are defined as schools located in resource-poor neighborhoods 

(Rothstein, 2004). These neighborhoods have been characterized by high crime and high 

unemployment (Zhou, 2003). Bemak, Chung, and Siroskey-Sabado (2005) identified 

inner-city school students as having higher rates of academic failure and greater school 

behavioral problems. Recent research regarding curricula development for inner city 

schools systems has focused on students in elementary or high school (Durlak, 

Weissberg, Dynicki, Taylor & Schellinger, 2011; Lemberger & Clemons, 2012). Far less 

emphasis has been found in the inner city regarding students in middle schools’ sixth, 

seventh, and eighth grades (Seiler, 2013). Self-efficacy, self-expression, and achievement 

motivation have been selected for measure in this study because they impact the process 

of development during adolescence, have been shown to impact academic success, and 

his/her study in relation to arts program participation will fill a gap in the literature.  
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Self-efficacy is defined as the way adolescents view his/her ability to accomplish 

a task or goal based on previous attempts to accomplish the task or goal (Bandura, 1977). 

Self-efficacy may seem to be more difficult for middle school students compared to 

elementary and high school students, as they start to struggle with the pressures of his/her 

peers within the classroom setting. Adolescents, in middle school, may experience a need 

for belonging that might allow for the influence of peer opinion to contradict a student’s 

view of his/her abilities (Reeve, 2009). Likewise, by virtue of fewer resources available 

to them, lower income students, as compared to middle and higher income students, may 

experience socio-economic factors that do not promote positive messages of self-

efficacy. For example, such students may experience lack of household income and lack 

of education, which fail to promote positive incentives for academic success through task 

mastery. In some cases, students avoid accepting academic challenges because the 

challenges may result in the display of a failed attempt to master a task (Cohn, 

Fredrickson, Brown, Mikels, & Conway, 2009). For example, a student may choose not 

to participate in a class discussion for fear of not having the correct response to the 

question being asked by the instructor. For adolescents, there may also be a desire to 

conform to lower expectations during the middle school years. This peer pressure to 

remain academically complacent may be more prominent in inner city schools than 

schools located in suburban neighborhoods or that are privately funded as reflected in 

lower rankings on standardized testing requirements (Lessard, Butler-Kisber, Fortin, & 

Marcotte, 2013). Academic complacency may lead to students’ refusal to attempt new 

tasks and therefore miss the opportunity to witness an accomplishment of an achieved 
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goal. The promotion of self-efficacy could serve as a means to help inner city school 

students overcome the lack of household income and education that hinder development. 

The provision of a fundamentally culturally based theme embedded in arts curriculum has 

been shown to promote cognitive development in student participants (Swadener, 2012). 

The study contains, in part, an examination of the effect of participation in a culturally 

based arts program on self-efficacy.  

In addition, this research examined the effect of participation in a culturally based 

arts program on the promotion of self-expression. Research has suggested that adolescent 

students are in the beginning stages of self-awareness and personality development 

(McLean, Breen & Fournier, 2010; Syed & Seiffge-Krenke, 2013). Self-expression can 

be a means by which the results of this personality development can be displayed. 

Participation in an arts program can serve as a means by which adolescents learn social 

scripts and develop positive social-emotional outcomes (Brouilette, 2010). Little 

evidence has been found on participation in an arts program and its relationship to self-

expression in inner city middle school students. 

Finally, achievement motivation was chosen for investigation in the research 

because the majority of research has focused on students in upper-level high school and 

students entering college (Byrd, & Chavous, 2011; Nichols, White, & Price, 2006; 

Travis, & Ausbrooks, 2012). In the academic setting, achievement is the measurement of 

what a student has learned or a skill he has acquired as the result of learning (Puckett & 

Black, 2005). Overall, achievement motivation is the force that directs and sustains the 

learning process for a student and his/her level of goal achievement (Watabe & Hibbard, 
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2014). According to Trumbull and Rothstein-Fisch (2011), the identification of 

achievement motivation for a student requires an understanding of the student’s culture 

and how his/her culture recognizes success.  

One aspect of culture is environment. Inner city high schools and colleges have 

been studied to determine outcomes on dropout rates as well as the probability of 

pursuing higher education as a result of the student’s motivation to achieve greater 

academic success (Davidson et al., 2012). Very little has been found regarding 

achievement motivation for inner city middle school students as they develop an interest 

in his/her academics. This adolescent stage, between the ages of 13 to 18, can include a 

balance of both intrinsic and extrinsic motivation that may encourage academic 

achievement or hinder an adolescent’s desire to succeed in the academic setting. 

Achievement motivation is important in the academic success of students (Wang & 

Eccles, 2013). Curriculum developers would do well to pursue resources that minimize 

the achievement gap between lower-income inner-city students and those who have a 

greater access to academic resources that include arts programs.  

Currently, there is a deficiency in the curricula for lower-income inner-city 

middle school adolescents where arts programs are concerned (Rothstein, 2004; 

Williams, & Sánchez, 2013, & Zhou, 2003). Efforts from implementers of a culturally 

based art program to bridge the achievement gap between these at-risk students and those 

who have greater access to academic resources have the potential to alter a social norm of 

division between the established economic classes. Likewise, it is possible that social 

change could result if this research revealed that middle school students’ participation in 
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an arts program is associated with the promotion of self-efficacy, self-expression, and 

achievement motivation. Social change has been defined as “the specific and localized 

perception of significant change” (Adams, 2007, p. ix). Addressing the effectiveness of 

participation in a culturally based arts program on adolescent middle school students in 

Grades 6, 7 and 8 attending Title I schools within the inner city district of the APS system 

can produce social change by providing insight to program developers and educators who 

are responsible for curricula development and implementation. This insight may expand 

the understanding of how participation in a culturally based arts program can facilitate 

self-efficacy, self-expression, and achievement motivation in early adolescent inner city 

students. 

In sum, this quantitative research addressed the impact of participation in a 

culturally based arts program on adolescent middle school students in grades 6, 7 and 8 

who attended inner-city schools in Atlanta. In particular, the relationship between 

students’ participation in an extra-curricular culturally based arts program and his/her 

self-efficacy, self-expression, and achievement motivation were measured.  

This chapter provides background information as it relates to research on the 

effect of participation in a culturally based arts program on self-efficacy, self-expression 

and achievement motivation in students. Identification of the research problem and 

current evidence of that problem are addressed. An examination of the association 

between cultural inclusion in an arts program and the social and achievement motivation 

of low-income adolescent students attending APS is also discussed, along with the 

theoretical base used to approach the research. Research questions and the hypotheses 
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related to these questions are delineated. The nature of the study, operational definitions 

of repeated terms, assumptions, scope, delimitations and limitations of the research are 

also addressed. Finally, this chapter concludes with the significance of the study and the 

potential for social change throughout low-income school systems and specifically to 

APS. The following section provides background information on the relationship 

between culturally based arts programs and self-efficacy, self-expression, and 

achievement motivation. 

 Background 

 

Culturally Based Arts Programs 

The provision of a fundamentally culturally based theme embedded in an arts 

curriculum has been shown to promote cognitive development in student participants 

(Swadener, 2012). Likewise, Gauvain, Beebe, and Zhao (2011) identified how culture 

adds to cognitive development. First, it can be seen in the behavior that promotes learning 

. For example, a student’s family dynamic may encourage academic achievement by 

expressing the importance of scholarly success as a means of showing honor. Second, 

there could be identification with participation in activities (Gauvain et al., 2011). For 

instance, participation in an arts program could provide a historical view of the beliefs 

and values that are identified within a culture. Students may be able to gain a better 

understanding of cultural development, which may not be evident within traditional 

academic courses (Ballengee-Morris & Stuhr, 2001). Finally, according to Gauvain et al. 

(2011), a third identification may be observed in culture-specific symbolic and material 
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artifacts used to support the critical thinking process. In a culturally based arts program, 

for example, material artifacts would be the physical results of art projects completed by 

students in the program (Boykin et al., 2005). These artifacts could be representative of 

the students’ culture and provide tangible means for that student to identify aspects of 

his/her culture. 

Cultural influences on students include his/her ethnic identity and cultural 

practices that connect individuals to his/her ethnic community. Ethnic identity and 

cultural practices are evident in the language, music, religious practices, and community 

involvement for that ethnic group (Thomas & Columbus, 2010; Warikoo & Carter, 2009; 

Whaley & Noel, 2012). Hollins (1996) recommended a reframing of curriculum 

development to include culture to create a more responsive social context for students 

from varying cultures. Greenfield (2009) suggested that increasing resources in the 

educational environment may promote achievement motivation and stability for lower 

income students. This stability may change the cultural value of education for the 

students. Greenfield (2009) also stated that this change in educational value may 

influence achievement motivation in students who are afforded additional resources in 

his/her learning environment. 

Self-Efficacy 

Self-efficacy is defined as the way adolescents view his/her ability to accomplish 

a task or goal based on previous attempts to accomplish the task or goal (Bandura, 1977). 

Task mastery is the result of deep learning, an improvement of a current skill, and the 

acquisition of a new skill associated with a particular task (Elliot, 1999). When students 
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create his/her own works of art, they engage in a form of task mastery associated with 

increased self-efficacy (Diseth, 2011; Reeve, 2009). Art projects may have varying levels 

of difficulty associated with the task of mastering the artistic craft. In the process of 

accomplishing the task of mastering a craft, students gain additional critical thinking and 

problem solving skills (Cohn et al., 2009). Diseth (2011) stated that the opportunity for 

adolescents to progress from one level of difficulty to the next may provide an increase in 

his/her confidence levels. This increase in self-efficacy may be transferable from an 

artistic project to one more academic in nature (Cohn et al., 2009; Reeve, 2009).  

In addition to the potential development of positive social-emotional outcomes of 

an arts program, students can complete various tasks that may aid them in the effort to 

attain goals within the academic setting. According to Daddis (2011), goal attainment for 

students is linked to autonomy. Adolescents, in particular, may have a strong desire to 

master tasks and attain goals in direct relationship to the level of attainment seen in 

his/her peers. Autonomy and peer autonomy then become associated with self-direction 

and personal endorsement needs for students in the academic setting (). According to 

Cohn et al. (2009), as adolescents accomplish goals associated with task completion in 

the arts program, there can be an increase in self-efficacy. This increase in self-efficacy 

from the participation in the arts program may then generalize to the academic setting 

(Cohn et al., 2009). Schuler, Sheldon and Frohlich (2010) affirmed that a noticeable 

increase in self-confidence, as aspect of self-efficacy, could occur with the instructors 

involved with a culturally based visual and performance arts program.  

Self-Expression 
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Adolescence can be particularly difficult for youth when there is poverty, an 

unstable family structure, low academic achievement of parental figures, as well as an 

absence of social support (Burchainal, Roberts, & Zeisel, 2008). Still, according to Goza 

and Ryabov (2009), even among those adolescents most at-risk for developmental 

challenges, there is a great deal of cultural and community importance attached to ethnic 

identity.  

Self-expression is the method by which an individual is able to express feelings, 

ideas or personality in a social setting or event (Wong, Zimmerman & Parker, 2010). 

When learning strategies have a cultural basis or component of self-expression, students 

may be more likely to use creativity in the learning process as they develop his/her 

critical thinking skills (Swadener, 2012). Such skill development may prove to be an 

addition to, and an enhancement of, an academic curriculum focused on standardized 

testing. Vera et al. (2011) agreed that including creativity in a culturally based curriculum 

may help to strengthen the relationship between culture and coping mechanisms for 

adolescents faced with economic and societal stressors. 

Brouillette (2010) sought to understand social development in the adolescent 

phase of human development. Though ethnic culture per se was not addressed, she found 

that the use of performing arts (a form of self-expression) provided a means for students 

to understand social scripts and develop positive social-emotional outcomes. According 

to Brouillette (2010), involvement in performance groups provided guidelines for 

acceptable group behavior. Thus, with careful curriculum development that includes an 

arts program focused on the culture of its students, program participants may have a 
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greater connection to the artistic learning process of his/her artwork as well as the cultural 

influences of the art medium. 

Achievement motivation 

Achievement motivation is the force of energy that directs and sustains the overall 

learning process for a student and his/her level of goal achievement within the academic 

setting (Watabe & Hibbard, 2014). According to Trumbull and Rothstein-Fisch (2011), 

the identification of achievement motivation for a student requires an understanding of 

the student’s culture and how that  culture recognizes success. In the academic setting, 

achievement is the measurement of what a student has learned or a skill they have 

acquired as the result of learning (Puckett & Black, 2005).Within the context of the 

educational environment, several studies have examined the relationship between culture 

and achievement motivation in students (Greenfield, 2009; Hollins, 1996; Strauss & 

Quinn, 1997). According to Greenfield, 2009; Hollins, 1996; Strauss and Quinn, 1997, 

omitting culture from an arts curriculum may stifle the student’s ability to openly express 

his/her views in a learning situation. This stifling action of cultural omission may affect 

the cognitive learning process for the student. DeCastella, Bryne and Covington (2013) 

focused on how achievement motivation is related to self-efficacy in students and found 

that achievement motivation was influenced by the fear of failure in the process of goal 

attainment. An increase in self-efficacy resulted in lower anxiety levels and fear of failure 

in the academic setting for students. Reeve (2009) stated that an external motivational 

approach to academic achievement is a viable method to positively affect a student’s 

ability to relate to other students, autonomy and competence. Focus on the achievement 
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motivation of the student may aid in the effort to engage student participation and active 

learning. Catterall (2002) and Horn (1992) stated that participation in arts programs has 

been associated with academic motivation for students. The authors suggested that there 

is a transfer of learning in the context of the arts program to the academic setting. 

According to Catterall (2002), the participation in multi arts programs increases a student 

motivation in the academic setting in collaboration with community engagement. 

According to Trumbull and Rothstein-Fisch (2011), the identification of 

achievement motivation in a student requires an understanding of the student’s culture 

and how his/her culture recognizes success. With the understanding of the student’s 

culture, it may be possible to determine how success is measured for the student within 

her or his community. For example, the measurement of success may be more influenced 

by individual career goals rather than the perception of praise received by members of the 

student’s family (Urdan, 2009). 

Reeve (2009) noted the arousal principle as it relates to these social and avoidance 

motivation approaches to academic achievement. According to Balsan, Phelps, Theokas, 

Lerner, Lerner (2009) and Shernoff (2010), motivation levels depend on the situational 

aspects for the participant. Students may experience a noticeable increase or decrease in 

the arousal level for each participant in accordance to the related situation. Continued 

participation in the program is promoted by the level of sufficient motivation felt by the 

students. When the motivation levels are insufficient, the probability of a reduction in 

participation or withdrawal from the program in the effort to obtain satisfaction increases. 

Although stimulation is desired, an abundance of stimulation may prove to overwhelm 
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the participant and bring forth unwanted anxiety. Implementers may then see another 

source for potential withdrawal (Balsano et al., 2009; Shernoff, 2010). Successful 

program development and implementation may obtain a sufficient level of achievement 

motivation for student engagement and the attainment of mastery goals (Frey-Monell, 

2010). An indication of the appropriate level of achievement motivation needed for each 

student could be obtained from the response to the initial activities provided by the 

program. 

This section provided background information for a culturally based arts program 

and the identified variables (self-efficacy, self-expression, and achievement motivation) 

contained in this research. The purpose of the research was to obtain a better 

understanding of self-efficacy, self-expression, and achievement motivation in middle 

school students who participate in a culturally based arts program and attend APS. This 

examination may provide educators and curriculum developers with understanding of the 

importance including arts programs that offer cultural diversity education to adolescent 

students. In the next section, the lack of cultural arts program inclusion in middle school 

curricula is addressed, along with the gap in the literature in this area and concomitant 

opportunities for social change. 

Problem Statement 

Middle school curricula that do not include a cultural arts program may limit the 

potential academic success of students. Research has found that participation in a 

culturally based arts program can have a positive effect on the academic achievement of 

young students (Bailey & Bradbury-Bailey, 2010; Catterall, Dumais & Hampton-
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Thompson, 2012; Portowitz, Linchtenstien, Egorova, & Brand, 2009; Rapp-Paglicci, 

Stewart & Rowe, 2011). Students who attend schools that lack an arts program may 

suffer due to this exclusion (Bailey, & Bradbury-Bailey, 2010). Many components of an 

arts program that serve to motivate academic achievement may stem from the self-

efficacy and self-expression of students. When students have a forum for free-expression, 

there may be a decrease in scholastic pressure and an increase in self-efficacy and self-

esteem (Durlak el al., 2010; Fredricks & Eccles, 2008). For this reason, free expression in 

adolescent participants in an arts program may aid in the overall development of the 

student, which includes academic and social development. 

 Academic achievement has been the focus of several studies (Bailey & Bradbury-

Bailey, 2010; Braun, Wang, Jenkins & Weinbaum, 2006; Fantuzzo, LeBoeuf, Rouse, & 

Chen, 2012; Horton, 2005) but little has been found on the impact of culturally based art 

program participation on achievement motivation. Although the need for a program to be 

specific to the individuals for whom it is designed has been noted (Briggs Reis, & 

Sullivan, 2008;  Catterall et al., 2012), there is a substantial gap in the research on the 

self-efficacy, self-expression, and achievement motivation associated with arts program 

participation in grade 6,7, and 8 students. In the academic setting, researchers have found 

students gravitate toward culturally based activities which offer familiar traits associated 

with his/her social, academic, and home environments (Durlak et al., 2010; Kerpelman, 

Eryigit & Stephen, 2008). Participation in a culturally based arts program arts activity has 

also been reported to increase self-efficacy and enhance self-expression (Fredricks & 

Eccles, 2008; Hughes, Witherspoon, Rivers-Drake, & West-Bey, 2009). 
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However, the following researchers—Frey-Monell, 2010; Hanlon, Simon, Grady, 

Carswell & Carswell, 2009—, left gaps in his/her inquiries with regard to the inclusion of 

culture in the development of art programs for students. Additionally, the majority of the 

research (Cheema & Kitsantas, 2013; Covay & Carbonaro, 2010; Güzeller & Özkal, 

2013; Ozgen & Binak, 2011; Patrick, Care & Ainley, 2011 & Shin, 2011) on self-

efficacy, self-expression, and achievement motivation has focused on either elementary 

or high school students. Concentration on elementary and high school students overlooks 

the transitional years of adolescent development that take place in middle school. Efforts 

to close this gap include conducting valid and reliable studies designed for this middle 

school age group. Results from these studies, could be used to design curricula that 

address the cultural arts program components of self-efficacy, self-expression, and 

achievement motivation development in middle school students. 

This study addressed the research gap regarding the cultural component of the arts 

program that is associated with self-efficacy, self-expression, and achievement 

motivation for these adolescent students. In the study, academic achievement, self- 

expression, and self-efficacy, of sixth, seventh, and eighth grade students participating in 

cultural art activities that focus on visual and performance arts were measured. 

Addressing the effectiveness of participation in a culturally based arts program on 

adolescent middle school students in grades 6, 7 and 8 attending schools within the inner 

city district of the Atlanta Public School system can produce positive social change by 

providing insight to program developers and educators who are responsible for curricula 
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development and implementation. In the next section, the purpose of this quantitative 

study is discussed. 

Purpose of the Study 

The purpose of this quantitative study was to examine the effect of participation 

in extracurricular cultural arts programs on the self-efficacy, self-expression, and 

achievement motivation of adolescents who attended inner-city middle schools in the 

APS. Additionally, this study’s purpose was to address the prospect of social change that 

may exist if the research results disclose an affirmative association between art program 

participation and the promotion of self-efficacy, self-expression, and achievement 

motivation for these middle school students. The specific arts program curriculum 

includes visual and performance activities that focus on repurposing materials for art, 

spoken word performance of poetry, painting and pottery. Previous studies have 

examined the effectiveness of art in the academic environment (Altman & De, 2010; 

Brown & Sax, 2012; Covay & Carbonaro, 2010; Shernoff, 2010) and identified the 

significance to the self-esteem of students who benefit from it (Burchinal et al., 2008; 

Durlak et al., 2010; Morton, Montgomery, & Morton, 2011). However, less understood is 

the effectiveness of participation in a culturally based arts program on adolescent students 

attending inner-city schools. This study addressed the research gap regarding the cultural 

component of the arts program and its association with self-efficacy, self-expression, and 

achievement motivation in middle school participants. The research assessed the 

significance of cultural inclusion with participation in a visual and performing arts 

program for students who attend schools in the Atlanta Public School system.  
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“fear of failure” (p = .01) measured by Gjesmie and Nygard’s (1970) Achievements 

Motives Scale. Steinmayr and Spinath (2009) stated that the use of grades rather than 

intelligence tests and standardized academic achievement tests was a limitation of his/her 

study. While the use of these tests may have provided purer data, Steinmayr and Spinath 

(2009) stated the grades reported served as a better representation of the students; daily 

life and was the most important criterion for school success of the study’s sample. This  

study sought to add evidence to the importance of performance goal approach and 

avoidance in his/her relationship to achievement motivation. 

Classroom Perception 

In addition to the study conducted by Steinmayr and Spinath’s, (2009) on 

academic motivation and school achievement, Patrick, Ryan, and Kaplan (2007) 

conducted research to examine the adolescent perception of the classroom and the effect 

on a student’s academic motivation. Participants in this study consisted of fifth grade 

students (N = 602) from 31 classes in six elementary schools in Illinois. Researchers 

conducted a MANOVA to compare the responses on all measures with remaining schools 

in the district. Multivariate effect was found to be significant, p < .01. Student’s academic 

motivation was measured with the Patterns of Adaptive Learning Survey (PALS). Results 

from the six unbalanced one-way random effects ANOVAs indicated intra-class 

correlations for teacher emotional support (14%), teacher academic support (11%), 

student emotional support (10%), student academic support (8%), promotion of mutual 

respect (13%), and promotion of interaction (22%). An analysis of the mediating effects 

of student’s motivational beliefs was conducted. Patrick et al., (2007) concluded 
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achievement motivation had a direct relationship to teacher emotional support and 

promotion of interaction variables with peers. Limitations of Patrick et al.’s (2007) study 

include the homogeneity of the sample with respect to socioeconomic and cultural 

backgrounds of the students.  Another limitation of the study was the limited timeframe 

on data collection which precluded an investigation of causal sequence. This research 

used the PALs Measurement tools found in the Patrick et al. (2007) study to aid in the 

examination achievement motivation that may develop as a result of participation in a 

culturally based arts program. 

 Socio-Economic and Cultural Factors 

Understanding the role the school environment provides a adequate amount of 

insight into the achievement motivation for a student.  To gain further insight, it may be 

helpful to understand other external factors that contribute to a student’s extrinsic 

motivation to succeed academically.  These external factors include the social and 

cultural components associated with the student. Research examining socio-cultural 

factors and achievement motivation may aid in the understanding of performance 

approach and avoidance for students (Bal & Baruss, 2011; Henry, Plunkett & Sands 

(2011); and Jiang, Yau, Bonner, Chiang (2011). Research conducted by Bal and Baruss 

(2011) examined the role of perceived parental attachment in achievement motivation. 

Participants in this study consisted of university students (N= 50) with a mean age of 18.8 

years. Data collected from questionnaires was analyzed using correlation and regression 

analyses. Results of the study indicated partial support for achievement motivation 

(performance goals) being related to the fear of failure; however, mastery goals were not 



78 

 

related to the fear of failure. No statistical significance was found with the gender of the 

participants (p < .05).Post hoc test indicated high frequency (n=15) and low frequency (n 

= 22) for religious practitioners. Bal and Baruss (2011) also found a statistically 

significant negative relationship between affective quality of relationships and general 

fear of failure (p < .05). The relationship between parental support and performance 

avoidance motivation had a significant positive relationship (p < .056). Limitations of 

this study were in the lack of random selection as Bal and Baruss (2011) did not include a 

balance of gender, ethnicity, and religious backgrounds for the sample participants. 

Additionally, there was no identification of the role of religious affiliations and/or 

religious practice in relationship to achievement motivation. 

Henry et al. (2011) examined the relationship between parental involvement and 

achievement motivation a self-report from Latino adolescents (N = 594). Academic 

motivation was measured with zero-order correlations to assess the bivariate relationships 

with the parents of the participants. Parental support was found to be positively 

significant with (p < .05) indicating a significant relationship between the role of the 

family and the achievement motivation for the students. Limitations of this study 

included the small sample size which did not allow for comparisons between male and 

female adolescents. Another limitation of this study included the use of self-reported 

measure from the students which may not reflect the actual academic achievement of the 

students. 

 Jiang et al. (2011) also conducted a study to test the effects of perceived parental 

support and control on academic motivation. Participants in the Jiang et al. (2011) study 
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included a sample of Asian American (N = 271) and Latino American (N = 318) high 

school student. The results of Jiang et al.’s (2011) research supports the findings of Henry 

et al.’s (2011) study as significant positive effects on academic motivation were also 

concluded to be a result of parental support. However, Jiang et al.’s (2011) findings 

suggested parental control had a negative effect on academic motivation. Limitations of 

Jiang et al.’s (2011) study included the lack of a comprehensive operational definition 

and measurement of parental autonomy support.  In addition, the study did not account 

for the possible interactional effect of child characteristics and parental practices. 

 While Bal and Baruss (2011); Henry et al. (2011); and Jiang et al. (2011) focused 

on parental influence and achievement motivation, Barrett’s (2010) study sought to 

explore the influence of religious involvement on the educational outcomes of urban 

African American adolescents. Barrett (2010) reported a direct link between the cultural 

and religious aspect of a student’s development and his/her achievement motivation such 

that positive involvement with organizations that promote social, cultural, and religious 

development provided students with an outlet when faced with social pressures during 

pre-adolescence and adolescence. This link can be thought of as enhanced by the 

cognitive development stage of abstract conceptualization where the adolescent has a 

greater ability to understand religion, theories, and concepts (Joy & Kolb 2009). 

Limitations of the study conducted by Barrett (2011) included the lack of an experimental 

design and subsequent data collection for statistical analyses.  

This section highlighted and critically evaluated research on achievement 

motivation. The definition of achievement motivation was provided in addition to several 
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variables found from literature review. These variables include intrinsic motivation 

(mastery goals, self- concept, and fixed mindset) and extrinsic motivation (performance 

goals, classroom perception and socio-cultural factors) and his/her relationship to 

achievement motivation. The following section will provide an overall summary of the 

chapter. 

Summary and Conclusions 

 The literature review provided in this chapter served as an overview of research 

on the participation on adolescent art programs as they relate to the facilitation of self-

efficacy, self-expression and achievement motivation in lower income adolescents. 

Details of the theories and the key contributors were given in an effort to supply a 

foundation for the research design of the study. Theories and concepts within this review 

of literature allowed for the formation of this research foundation by presenting the 

findings of previous studies. Review of the existing concepts and theories on self-

efficacy, self-expression and achievement motivation revealed several reoccurring 

themes associated with these variables for adolescents. These themes included: social 

cognition through social learning, constructs of motivation, and self-concept. After 

reviewing the existing literature on these themes, there was an identification of the gap in 

literature regarding participation in an arts program. This gap is the inclusion of a cultural 

component in the curriculum design and implementation of the arts program for 

adolescents. Identifying that culture is a reoccurring factor in the development of self-

efficacy,  self-expression and achievement motivation, the need to further explore the 



81 

 

relationship between the cultural inclusion of an arts program for lower income 

adolescents became more prominent.  

 The following chapter will provide an introduction to the research design and the 

rationale for choosing the design, explain the choice of setting for the study, identify the 

role of the researcher, describe the methodology of the study, identify threats to validity, 

and recognize the issues of trustworthiness in the study. 
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Chapter 3: Research Method 

Introduction 

This study examined the relationship between participation in a culturally based 

arts program and the self-efficacy, self-expression and achievement motivation of 

adolescents who attend APS. Cultural inclusion within curriculum development and 

implementation are addressed in this study. It was expected that I would find a significant 

relationship between participation in a culturally based arts program and the self-efficacy, 

self-expression, and achievement motivation of adolescents who attendance APS. 

The following sections of this chapter identify  

1. the quantitative method that was used to test the hypotheses associated 

with the research.  

2. a delineation of the research questions, which was explained in addition to 

the rationale of the choice of the method.  

3. the procedures for participant recruitment,  

4. details of participation,  

5. methods of data collection  

6. plan for data analysis.  

7. Threats to validity and how they were addressed  

8. ethical procedures carried out to ensure the safety and security of the 

participants and the treatment of data used in the research. 
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Research Questions and Associated Hypotheses 

Is participation in a culturally-based arts program associated with a significant 

difference in self-efficacy, self-expression, and achievement motivation in adolescent 

inner-city, middle school youth? 

H01: There is no significant difference in self-efficacy, as measured by the 

Adolescent Social Self-Efficacy Scale (Connolly, 1989), between students who 

participate in a culturally based arts program and those students who do not. 

H1: There is a significant difference in self-efficacy between students who 

participate in a culturally based arts program and those who do not. 

H02: There is no significant difference in self-expression, as measured by the 

Personal Expressiveness Scale (Schwartz & Waterman, 2005), between students who 

participate in a culturally based arts program and those students who do not. 

H2: There is a significant differences in self-expression, as measured by the 

Personal Expressiveness Scale (Schwartz & Waterman, 2005), between students who 

participate in a culturally based arts program and those students who do not. 

H03: There is no significant difference in achievement motivation, as measured by 

the Patterns of Adaptive Learning–Goal Orientation Scales (Midgley et al. 1997), 

between students who participate in a culturally based arts program and those students 

who do not. 

H3: There is a significant difference in achievement motivation, as measured by 

the Patterns of Adaptive Learning Scales–Goal Orientation Scales (Midgley et al. 1997), 
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between students who participate in a culturally based arts program and those students 

who do not. 

Setting 

The assessment of participation in the arts program was conducted at a School of 

Music and Dance for students attending schools within the Atlanta Public School System. 

Data collection involved face-to-face interaction with the participants gathered at the site 

of the various programs (Creswell, 2009; Hoepfl, 1997). Online surveys were employed 

to gather additional information to provide ease of access for parents/guardians of the 

program participants prior to the start of the 2-week program. 

The School of Music and Dance was located in within the Atlanta Public School 

district limits and has an operational staff of approximately 20 paid staff members who 

provide visual and performance arts instruction to his/her students. The intimate setting 

of the school allows for small groups of instruction in conjunction with sessions where 

one-on-one tutoring takes place.  

Research Design and Rationale 

This quantitative research sought to examine the relationship between the 

independent variable of participation in a culturally based arts program and the dependent 

variables of self-efficacy, self-expression, and achievement motivation for lower income 

adolescents attending APS who participate in a culturally based arts program as part of an 

after-school or summer program. The theoretical background of this study was based on 

the social cognitive theory (Bandura, 1977; Rosenberg, 1989). Use of the social cognitive 

theory aided in the identification of learning styles, for students both in and outside of the 
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academic setting. The construct of self-efficacy, within the social cognitive theory, states 

the belief that an individual’s belief in his/her ability to master a task is built upon the life 

experiences of an individual (Bandura, 1977). Task mastery is accomplished as a result of 

self-regulation, self-concept, and the will of the individual within the problem solving 

cycle (Phillips et al., 2010; Wong et al., 2010). In addition to the development of self-

efficacy as a result of task mastery, the social cognitive theory can aid in the 

understanding of how adolescents experience an increase of creativity and his/her ability 

of self-expression (Brouilette, 2010). The intrinsic need to release his/her developed 

creativity can be fulfilled with the enhancement of self-expression (Chepp, 2012; Reeve, 

2009).The motivational aspect of the social cognitive theory can aid in the attempt to 

identify the reason for wanting to attain a goal. Social development is a recognized part 

of the motivation within the learning process (Frey-Monell, 2010). 

 In order to identify the relationship between culturally-based program 

participation and, self-efficacy, self-expression and achievement motivation, a 

quantitative design was used.  

ANOVA was used for the quantitative data analysis. The independent variable 

was participation in a culturally based arts program. Dependent variables in this research 

were self-efficacy, self-expression, and achievement motivation. Descriptive data 

collected included gender, grade level, and self-reported grades. Quantitative data for 

participants was gathered with pretest and posttest instruments for a better understanding 

of the relationship between the independent variable participation in a culturally-based 

arts program and the dependent variables of self-efficacy, self-expression, and 
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achievement motivation. The culturally based arts program was two weeks in duration. 

This research used ANOVA to analyze the data with SPSS statistical software. 

Procedures for Recruitment, Participation, and  

Data Collection  

Possible Types of Sources of Information or Data 

Participants included a sample of 108 middle school students who attend Atlanta 

Public inner-city schools The rationale for selecting this sample size was based on the 

sample size calculations from GPower 3.1.8 (Faul, Erdfelder, Lang, & Buchner, 2007; 

Faul, Erdfelder, Buchner, & Lang, 2009) with the effect size (p =.03). A priori power 

analysis indicated that a sample size of 82 would be sufficient to detect a significant 

interaction effect with a medium effect size of .03 using Cohen’s (1988) criteria, a power 

of .80 and an alpha of .05. Thus, a sample size of n =(84) would be more than adequate 

for the main objective of this study and also allowed for expected attrition and controlling 

for possible mediating factors. 

The two groups of participants included the research group of middle school students 

who participated in the arts programs provided at the arts facility and a comparison group 

of middle school students enrolled in the summer who did  not participate in the arts 

program. Students participating in the study ranged between the grades of sixth, seventh, 

and eighth and ages of 10 and 14.  Student assent for research for this study was obtained 

from an Assent Form for Research (See Appendix A). I obtained parental consent from 

the Parental Consent Form for Research (See AppendicesB & C). Recruitment of middle 

school students provided a balance in the division of boys and girls. A quasi-experimental 
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designed surfaced for the research due to the limitation of random assignment to groups. 

Students were assigned to the groups by the facility providing the culturally based art 

programs (see Figure 1). 

Table 1  

Quasi-experimental Design 

Groups Pretest Intervention Posttest 

X1 O1 T O2 

X2 O3  O4 

Notes. X1: Art Program Participants; X2: Non- Art Program Participants 

O1,3: Pretest for self-efficacy, self-expression, and achievement motivation 

O2,4: Posttest for self-efficacy, self-expression, and achievement motivation 

T: Participation in arts program 

Closed-ended questions to participants generated data collected to information on the 

relationship between variables. Demographic information was also be collected to 

identify race, ethnicity, gender, age, and amount of previous art program participation. 

Comparison of the data that was obtained from a theoretical sampling of students to 

provide a better understanding of relationship of self-efficacy, self- expression and 

achievement motivation the participation in culturally based art programs (Creswell, 

2009).  

Threats to validity included maturation between the adolescent grade levels, selection 

bias possible, pre-existing groups, random assignment, and mortality as participants may 

be lost during the program implementation. Examination of the separate grade levels 

aided to address the validity concern of maturation between adolescent grade levels. 

Selection bias, pre-existing groups, and random assignment were addressed with the 

groups being derived from random selection of participants from existing student rosters 

associated with the program facilities. The threat of mortality was addressed by the length 
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Independent Variable  

Participation in culturally bases arts program. Enrolled, and attend, an after-

school or summer visual or performing arts program that involves, music, art, theater 

which has a curriculum that is rooted in culturally relevant ideas that promote strong 

group identity (King, 2012). Participation was measured with enrollment and attendance 

roster from two facilities providing program. Participants were required to enroll in and 

attend the two-week program. Parents of adolescent participants were to complete 

demographic questionnaire prior to student attendance to program.  

Demographics. A parent questionnaire provided demographic information that  

included race, ethnicity, socio-economic status (SES), gender, grade, age, and previous 

art program participation (see Appendix F). 

Dependent Variables  

Self-Efficacy. Self-Efficacy is the way an adolescent views his/her ability to 

accomplish a task or goal based on previous attempts of accomplishment and the 

outcomes of those attempts. Results from the participant attempting task mastery of art 

projects at varying levels of difficulty in the effort to attain a skill was a means by which 

self-efficacy was assessed in this study (Bandura, 1977). The self-concept theory 

associated with the variable of self-efficacy was examined with the Adolescent Social 

Self-efficacy Scale (S-EFF) (See Appendix C). The S-EFF is a self-report continuous 

measure of behavioral effectiveness designed to investigate social competence in children 

and adolescents (Connolly, 1989). This scale consists of 25 items. Five items describe 

social assertiveness, five items describe performance in public situations, five items 
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scores from two different administrations of the same test. Validity concerns were 

addressed by the choice of instruments administered to the adolescent population 

designed to assess the constructs associated with the variables of this study. 

Data Analysis 

Three types of analysis were proposed for this study. First, in order to provide a 

description of the sample from which data was collected, descriptive information on age, 

gender, and residential setting were described, as well as the means, modes, range, and 

standard deviations for the PALS, S-EFF and PES scores. Second, to determine the 

relationship between PALS, S-EFF and PES, Pearson product moment correlation 

coefficients were determined. Third, to determine any differences in PALS, S-EFF and 

PES scores according to the moderating effects of gender and age, (ANOVA) were used 

to examine for any significant differences among the scores and moderator variables.  

SPSS statistical software was used to analyze the data. 

Summary  

The intent of this chapter was to identify and justify the research design chosen 

for this research. The research design and rationale portion of the chapter was concisely 

stated.  The independent, dependent and covariate variables were also stated. There was 

also an identification of the research design and the connection it has to the research 

questions. Research questions and hypothesis were restated in this methodology section 

along with the instrument that was used to measure the independent, dependent, and 

covariant variables for this research. Time and resource constraints were provided as 

additional support to the research design chosen for this study.  
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Within the methodology section of this chapter, the author defines the target 

population. Sampling and sampling procedures were identified as a justification of the 

sampling strategy. The use of a power analysis to determine the sample size which 

included effect size, alpha level, and power level chosen was explained. Procedures for 

recruitment, participation and data collection were explained within the methodology 

section of this chapter. Instrumentation and operationalization of constructs were 

identified and rationale for his/her choice was also provided. Reliability and validity were 

addressed for both the instruments available from previous research as well as the 

instrument designed by the author for the gathering of demographic data in this research.  

The remaining chapter four of this study will contain results from the study, and 

the discussion of the findings from the research. In addition to the findings from this 

study, the final section, chapter five, of this study will suggest future research areas that 

have not been addressed in this study and may prove to be a valuable tool in the task of 

providing students with the support needed to attain his/her academic and personal goals. 
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Chapter 4: Results & Analysis 

Introduction 

Purpose 

The purpose of this quantitative research was to address the impact of 

participation in a culturally based arts program on adolescent middle school students in 

the sixth, seventh and eighth grades who attend inner-city schools in Atlanta. In 

particular, the relationship between students’ participation in an extra-curricular 

culturally based arts program and his/her self-efficacy, self-expression, and achievement 

motivation was measured. The theoretical base selected for this research study was 

grounded in the social cognitive theory (Bandura, 1986) and centered on the assumptions 

of personal factors related to cognitive processes, such as self-beliefs of competency or 

self- efficacy beliefs, and are a driving force in the determination of goals achievement or 

outcomes (Frey-Monell, 2010).  

The purpose of this chapter is to provide the background of this study, explain the 

methods of recruitment and data collection, identify the intervention, and report the 

findings of the study. This chapter is divided into the following sections: introduction, 

recruitment and data collection, results, and summary. 

This chapter begins with a brief review of the previous chapter, a description of 

the purpose of the study, and research questions with the associated hypotheses of this 

quasi-experimental study. Next, there is a discussion of recruitment and data collection. 

The recruitment and data collection took place over a 4-week period.  54 participants 

signed up for the intervention group and 54 participants signed up for the control group. 



96 

 

Data collection was held at an arts center that serves students who attend APS. Data 

analysis was done using SPSS Version 21.0 for Windows. Research questions were 

examined and hypotheses were tested using ANOVA. The results of the data analysis 

included descriptive statistics, statistical assumptions, and statistical analysis finding.  

Research Question and Associated Hypotheses 

Is participation in a culturally-based arts program associated with a significant 

difference in self-efficacy, self-expression, and achievement motivation in middle school 

adolescents who attend APS? 

H01: There is no significant difference in self-efficacy, as measured by the 

Adolescent Social Self-Efficacy Scale (Connolly, 1989), between students who 

participate in a culturally based arts program and those students who do not. 

H1A: There is a significant difference in self-efficacy between students who 

participate in a culturally based arts program and those who do not. 

H02: There is no significant difference in self-expression, as measured by the 

Personal Expressiveness Scale (Schwartz & Waterman, 2005), between students who 

participate in a culturally based arts program and those students who do not. 

H2A: There is a significant differences in self-expression, as measured by the 

Personal Expressiveness Scale (Schwartz & Waterman, 2005), between students who 

participate in a culturally based arts program and those students who do not. 

H03: There is no significant difference in achievement motivation, as measured by 

the Patterns of Adaptive Learning–Goal Orientation Scales (Midgley et al., 1997), 
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between students who participate in a culturally based arts program and those students 

who do not. 

H3A: There is a significant difference in achievement motivation, as measured by 

the Patterns of Adaptive Learning Scales–Goal Orientation Scales (Midgley et al., 1997), 

between students who participate in a culturally based arts program and those students 

who do not. 

This section provided an introduction to the chapter. Included in the introduction 

were the purpose of the study, the research question, and hypotheses of the study. The 

following section will provide a discussion of the recruitment and data collection for this 

study. 

Recruitment and Data Collection 

 Participants included a sample of 108 middle school students who attend Atlanta 

Public inner-city schools. The rationale for selecting this sample size was based on the 

sample size calculations from GPower 3.1.8 (Faul, Erdfelder, Lang, & Buchner, 2007; 

Faul, Erdfelder, Buchner, & Lang, 2009). A priori power analysis with a medium effect 

size of .03 using Cohen’s (1988) criteria, a power of .80 and an alpha of .05 indicated that 

a sample size of 82 would be sufficient to detect a significant interaction effect if there 

was one. 

 Recruitment for the study began 2 weeks prior to the start of the arts program. 

IRB approval to use the School of Music and Dance for recruitment was obtained by the 

researcher on July 15, 2015 (07-15-15-0176031). The parents/guardians of students 

attending the School of Music and Dance were provided with a flyer regarding 
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participation in the study. Parents/guardians who responded to the participation request 

flyer (see Appendix E), provided his/her e-mail addresses to the researcher. The flyers for 

participation were distributed to the parents and guardians of potential participants at the 

School of Music and Dance. Students who participated were between 10 and 14 years of 

age (M = 11.6, SD = .90). Middle school students were recruited from the School of 

Music and Dance that offered a summer camp program to students who attend Atlanta 

Public inner-city schools. Informed consent from parents/guardians of student 

participants were obtained one week prior to the start of the arts program.  

Following completion of the informed consent, a questionnaire was administered 

to parents/guardians that asked for demographic information to include race, ethnicity, 

gender, age, and previous art program participation of participants (see Appendix D). 

Administration of parent questionnaires was conducted at the Fulton County Arts Center 

as well as being provided to parents/guardians via email document attachment by the 

researcher. In order to maintain the privacy of the participants and his/her 

parents/guardians, I conducted an information session regarding the study at the Arts 

Center.  An email address and phone number for parents/guardians to contact the 

researcher for additional information regarding the study was also provided. 

Student assent for research for this study was obtained from an Assent Form for 

Research by the researcher in a reserved classroom at the Arts Center. The assent form 

was read to the students and the researcher answered questions from the students as 

needed in the initial session prior to initial data collection (pre-test). Initial data collection 

took place at the Arts Center to ensure that student participation remained private and that 
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staff of the School of Music and Dance were not aware of who participated and who did 

not. All data were collected in The Arts Center classrooms. Two classrooms for data 

collection were reserved by the researcher. One classroom was for students participating 

in the two week intensive arts program.  The other classroom was for students who did 

not participate in the two week intensive program. The seating in the classrooms provided 

adequate spacing between the students to ensure the privacy of each participant as they 

completed the initial questionnaires. Prior to the implementation of the arts program start 

date, the pretests for self-efficacy, self-expression, and achievement motivation (see 

Appendices A,B  & C) were  administered.  

Participants attended a 2 week program at the School of Music and Dance. The 

intervention was administered as planned with no challenges that prevented approved 

implementation. There were no adverse events related to the intervention. After the 

completion of the arts program, the posttests for self-efficacy, self-expression, and 

achievement motivation were administered at the Arts Center by the researcher (see 

Appendices A,B & C). There were no challenges to the implementation of the culturally-

based arts program (intervention group) or the nonculturally based arts program (control 

group). A thorough discussion of the recruitment and data collection procedures can be 

found in chapter three.  

This section provided a discussion of the recruitment and data collection for this 

study. The following section will provide a discussion of the results from the data 

collected in this study. 
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Results 

One hundred and twenty-seven youth initially agreed to participate in the study. 

Eighty-nine percent of adolescents who agreed to participate in the study were described 

by his/her parents/guardians (see Appendix D) as being Black (n = 113), 1.6% as White 

(n = 2), 6.3% as Hispanic (n = 8), and 3.1% as other (n = 4). From the 127 adolescents 

who agreed to participate in the study, 19 adolescents were identified as being outliers or 

did not complete the program. Five percent of adolescents who agreed to participate in 

the study did not complete the two week program (N = 7): Black (n = 5) and White (n = 

2).  The self-identified Hispanic (n = 8) and other (n = 4) were identified as outliers, for 

data analysis, as his/her total numbers were more than three standard deviations from the 

mean (n =108) found for the self-reported Black adolescents (Hawkins, 1980). After 

identifying outliers and addressing missing values due to non-completion of the arts 

programs, a total of 108 participants qualified for the data collection for the study (N = 

108): 67 were female and 41 were male. All students for whom data were collected self-

identified as Black (n = 108).  The ages of the participants ranged from 10 to 14 years (M 

= 11.6, SD = .90). Age was normally distributed, with skewness of .25 (SE = .23) and 

kurtosis of -.11 (SE = .46). Participants were all reported as middle school students who 

attended APS and were rising sixth through eighth grade. All remaining participants 

completed all two weeks of the program. A comparison of the data that was obtained 

from a theoretical sampling of students provided an understanding of relationship of self-

efficacy, self- expression and achievement motivation the participation in culturally 

based art programs. A repeated measures ANOVA was used to analyze the data. This 
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analysis was appropriate because there was more than one grouping (independent) 

variable and one group of repeated measure variables. Use of ANOVA also provided the 

differences between means of the variables regarding a particular construct in accordance 

to his/her statistical significance (Gravetter & Wallnau, 2005). 

This section is organized by the results found for each of the three variables: self-

efficacy, self-expression and achievement motivation. Each discussion of the variables 

includes descriptive statistics, statistical assumptions and findings. The section ends with 

a summary of the findings from data collected. 

Self-Efficacy Results 

Descriptive statistics. Table 1 gives data for the mean of the participants 

and the age levels, his/her standard deviations and the number of participants in 

the study regarding self-efficacy.  
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Table 1 

Descriptive Statistics for Dependent Variable: Self-Efficacy (Adolescent Social Self- 

 

Efficacy Scale (Connolly, 1989) 
 Participation 

 

Age, in 

years 

Mean 

score 

Std. 

Deviation 

N 

Self-Efficacy  Participant 10 41.75 2.217 4 

pretest score (Group A) 11 51.41 24.835 17 

  12 47.78 7.440 23 

  13 50.50 8.657 10 

  Total 48.98 15.135 54 

 Nonparticipant 10 83.29 11.940 7 

 (Group B) 11 71.04 15.167 24 

  12 69.39 12.664 18 

  13 80.67 17.010 3 

  14 77.0 11.314 2 

  Total 72.83 14.310 54 

 Total 10 68.18 22.938 11 

  11 62.90 21.791 41 

  12 57.27 14.712 41 

  13 57.46 16.716 13 

  14 77.00 11.314 2 

  Total 60.91 18.933 108 

Self-Efficacy  Participant 10 60.75 3.775 4 

posttest score (Group A) 11 69.35 19.726 17 

  12 67.04 6.285 23 

  13 68.10 5.065 10 

  Total 67.50 11.989 54 

 Nonparticipant 10 87.57 10.612 7 

 (Group B) 11 77.50 11.409 24 

  12 76.22 10.167 18 

  13 85.67 14.572 3 

  14 81.00 12.728 2 

  Total 78.96 11.379 54 

 Total 10 77.82 15.968 11 

  11 74.12 15.717 41 

  12 71.07 9.323 41 

  13 72.15 10.676 13 

  14 81.00 12.728 2 

  Total 73.23 12.980 108 
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Statistical Assumptions. For the self-efficacy variable (shown above), the F 

value for Levene’s test was 3.363 with a Sig. (p = .069). Because p was greater than an 

alpha of .05 (p > .05), the null hypothesis was retained and no significant difference in 

self-efficacy between the intervention and comparison groups was detected between T1 

and T2.  

Statistical Analysis Findings. Repeated measures ANOVA was conducted to 

evaluate the null hypothesis that there was no significant difference in self-efficacy, as 

measured by the Adolescent Social Self-Efficacy Scale (Connolly, 1989), between 

students who participate in a culturally based arts program for this study and those 

students who do not. The pretest mean for Group A (intervention) was 48.98, and the 

posttest mean was 67.50. The pretest mean for Group B (control) was 72.83, and posttest 

was 78.96 (see Figure 2). The increase between pretest and posttest for the Group A was 

18.52, 95% CI [22.85, 23.85]. The increase between pretest and posttest for Group B was 

6.13, 95% CI [11.46, 11.46] indicating that Group A had a greater increase in self-

efficacy scores from pretest to posttest. Box’s Test (p =.172) indicated the observed 

covariance matrices of the dependent variable were not equal across groups indicating 

differences between the subscales for self-efficacy. The results of the ANOVA indicated 

a significant time effect between pretest and posttest, Wilks’ Lambda = .476, F (1, 99) = 

109.09, p < .01, ƞp² = .524. Thus there was significant evidence to reject the null 

hypothesis. The results of the ANOVA also indicated no significant effect for age effect, 

Wilks’ Lambda = .991, F (3, 99) = .311, p = .818, ƞp² = .009. This indicates that age had 
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no significant effect on the level of reported self-efficacy for students who participated 

this study. 

The following (Table 2) gives data for the paired (pretest/post-test) differences for 

the subscales of the Adolescent Social Self-Efficacy Scale (Connolly, 1989). These 

subscales include: friendship/intimacy, social assertiveness, social groups, public 

performance, and giving/receiving help.   

Table 2 

Differences Between Pretest/Posttest Adolescent Social Self-Efficacy Scale Subscales     
 Art program participant Mean 

 

SD N 

Friendship 

Intimacy 

Participant 

(Group A) 

6.04 1.72 54 

 Nonparticipant (Group) 

B 

1.87 1.55 54 

 Total 3.95 2.65 108 

Social Assertiveness Participant 

(Group A) 

3.83 1.53 54 

 Nonparticipant (Group) 

B 

.83 1.36 54 

 Total 2.33 2.08 108 

Social Groups Participant 

(Group A) 

3.07 1.27 54 

 Nonparticipant (Group) 

B 

1.44 .98 54 

 Total 2.26 1.40 108 

Public Performance Participant 

(Group A) 

3.46 1.38 54 

 Nonparticipant (Group) 

B 

1.57 1.02 54 

 Total 2.30 1.40 108 

Giving/Receiving Help Participant 

(Group A) 

2.11 1.02 54 

 Nonparticipant (Group) 

B 

.41 .74 54 

 Total 1.26 1.23 108 
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Figure 2. Self-Efficacy mean at (1) pretest and (2) posttest. 

 

A repeated measures ANOVA was also conducted to evaluate the differences 

between the Adolescent Social Self-Efficacy subscales for student who did and did not 

participate in the culturally-based arts program. The difference between 

friendship/intimacy subscale pretest and posttest scores for Group A and B was 3.95, 

95% CI [4.48, 3.50]. The difference between social assertiveness subscale pretest and 

posttest scores for Group A and B was 2.33, 95% CI [2.74, 1.91]. The difference between 
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social groups subscale pretest and posttest scores for Group A and B was 2.26, 95% CI 

[2.56, 1.97]. The difference between public performance subscale pretest and posttest 

scores for Group A and B was 2.52, 95% CI [2.86, 2.22]. The difference between 

giving/receiving help subscale pretest and posttest scores for Group A and B was 1.26, 

95% CI [1.50, 1.02]. Analysis of the difference in the means for the Adolescent Social-

Self-Efficacy subscales indicated that the friendship/intimacy subscale had a greatest 

increase in self-efficacy scores from pretest to posttest (see Figure 3).  

Levene’s test indicated equal variances for the friendship/intimacy subscale (F= 

.004, p = .95), the social assertiveness subscale (F = .57, p = .45), the social groups 

subscale (F = 1.99, p = .16), the public performance subscale (F = 3.11, p = .08), and the 

giving/receiving help subscale (F = 3.64, p = .06). Box’s Test (p =.003) indicated the 

observed covariance matrices of the dependent variable were not equal across groups. 

The results of the ANOVA indicated a significant time effect between pretest and 

posttest, Wilks’ Lambda = .508, F (4,103) = 24.95, p < .01, ƞp² = .492. Thus there was 

significant evidence to reject the null hypothesis within the subscales of the Adolescent 

Social Self-Efficacy scale.  



107 

 

 

Figure 3. Self-Efficacy subscales means at pretest and posttest. Graphic shows estimated 

means for Adolescent Social Self-Efficacy Scale (Connolly, 1989) subscales. Subscales 

are represented as (1) friendship/intimacy, (2) social assertiveness, (3) social groups, (4) 

public performance, (5) giving/receiving help. 

 

This section provided a discussion of the self-efficacy variable. This discussion 

included descriptive statistics, statistical assumptions and findings. The section ended 

with a summary of the findings from data collected. The following section provides a 

discussion of the self-expression variable. 
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Self-Expression Results 

Descriptive Statistics. The following (Table 3) gives data for the mean of 

the participants and the age levels, his/her standard deviations and the number of 

participants in the study regarding self-expression.   
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Table 3 

Descriptive Statistics for Dependent Variable: Self-Expression (Personal Expressiveness 

Scale (Schwartz & Waterman, 2005) 
 Participation 

 

Age in 

years 

Mean 

Score 

Std. 

Deviation 

N 

Self-Expression Participant 10 12.50 5.07 4 

pretest score (Group A) 11 18.35 3.86 17 

  12 18.17 3.34 23 

  13 17.70 4.19 10 

  Total 17.72 3.98 54 

 Nonparticipant 10 16.00 6.90 7 

 (Group B) 11 18.00 5.01 24 

  12 17.28 3.41 18 

  13 12.67 4.73 3 

  14 19.00 9.90 2 

  Total 17.24 4.95 54 

 Total 10 14.73 6.28 11 

  11 18.15 4.52 41 

  12 17.78 3.36 41 

  13 16.54 4.67 13 

  14 19.00 9.90 2 

  Total 17.48 4.48 108 

Self-Expression Participant 10 13.75 5.91 4 

posttest score (Group A) 11 19.94 3.46 17 

  12 19.57 3.07 23 

  13 19.60 3.20 10 

  Total 19.26 3.71 54 

 Nonparticipant 10 16.00 6.90 7 

 (Group B) 11 18.92 4.58 24 

  12 17.50 3.00 18 

  13 12.67 4.73 3 

  14 19.00 9.90 2 

  Total 17.72 4.76 54 

 Total 10 15.18 6.35 11 

  11 19.34 4.13 41 

  12 18.66 3.18 41 

  13 18.00 4.55 13 

  14 19.00 9.90 2 

  Total 18.49 4.31 108 
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Statistical Assumptions. For the Expression variable (shown above), the F value 

for Levene’s test was 1.763 with a Sig. (p = .093) for pretest expression and the F value 

is 1.786 with a Sig (p = .089) . Because p was greater than an alpha of .05 (p > .05), the 

null hypothesis was retained and no significant difference in self-expression between the 

intervention and comparison groups was detected between T1 and T2. 

Statistical Analysis findings. Repeated measures ANOVA was conducted  to 

evaluate the null hypothesis that there was no significant difference in self-expression, as 

measured by the Personal Expressiveness Scale (Schwartz & Waterman, 2005), between 

students who participated in the culturally based arts program for this study and those 

students who do not. The pretest mean for Group A (intervention) was 17.72, and the 

posttest mean was 19.26. The pretest mean for Group B (control) was 17.24, and posttest 

was 17.72. The increase between pretest and posttest for the Group A was 1.54, 95% CI 

[1.48, 1.60]. The increase between pretest and posttest for Group B was .48, 95% CI [.42, 

.54] indicating that the Group A had a greater increase in self-efficacy scores from pretest 

to posttest (see Figure 4). Box’s Test (p =.229) indicated the observed covariance 

matrices of the dependent variable were not equal across groups. The results of the 

ANOVA indicated a significant time effect between pretest and posttest, Wilks’ Lambda 

= .813, F (1, 106) = 24.36, p < .01, ƞp² = .187. Thus there was significant evidence to 

reject the null hypothesis. The results of the ANOVA also indicated a significance effect 

for age effect, Wilks’ Lambda = .973, F (3, 99) = .24.36, p = .44, ƞp² = .027. This 

indicates that age had a significant effect on the level of reported self-expression for 

students who participate in this study’s culturally-based arts program. 
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Figure 4. Self-Expression means at (1) pretest and (2) posttest. 

 

This section provided a discussion of the self-expression variable. This discussion 

included descriptive statistics, statistical assumptions and findings. The section ended 

with a summary of the findings from data collected. The following section provides a 

discussion of the achievement motivation variable. 

 

Achievement Motivation Results  

Table 4 gives data for the mean of the participants and the age levels, his/her 

standard deviations and the number of participants regarding achievement motivation.   
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Table 4 

Descriptive Statistics for Dependent Variable: Achievement motivation 
 Participation 

 

Age in 

years 

Mean 

Score 

Std. 

Deviation 

N 

Academic  Participant 10 45.50 3.70 4 

Achievement (Group A) 11 47.94 11.45 17 

Motivation  12 41.83 7.92 23 

Pretest score  13 46.70 4.35 10 

  Total 44.93 8.80 54 

 Nonparticipant 10 33.00 5.13 7 

 (Group B) 11 33.08 5.91 24 

  12 33.61 5.15 18 

  13 22.67 4.73 3 

  14 31.50 3.54 2 

  Total 32.61 5.82 54 

 Total 10 37.55 7.73 11 

  11 39.24 11.29 41 

  12 38.22 7.93 41 

  13 41.15 11.36 13 

  14 31.50 3.54 2 

  Total 38.77 9.66 108 

Academic  Participant 10 58.25 3.304 4 

Achievement (Group A) 11 58.94 5.91 17 

Motivation  12 56.13 4.88 23 

Posttest score  13 57.60 3.63 10 

  Total 57.44 4.98 54 

 Nonparticipant 10 43.71 6.26 7 

 (Group B) 11 45.25 5.61 24 

  12 44.50 5.32 18 

  13 27.33 9.45 3 

  14 44.00 5.66 2 

  Total 43.76 6.90 54 

 Total 10 49.00 8.98 11 

  11 50.93 8.87 41 

  12 51.02 7.70 41 

  13 50.62 14.18 13 

  14 44.00 5.66 2 

  Total 50.60 9.12 108 
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Statistical Assumptions. For the  achievement motivation variable (shown 

above), the F value for Levene’s test was 1.287 with a Sig. (p = .259) . Because p was 

greater than an alpha of .05 (p > .05), the null hypothesis was retained and no significant 

difference in achievement motivation between the intervention and comparison groups 

was detected between T1 and T2. 

Statistical Analysis Findings. Repeated measures ANOVA was conducted  to 

evaluate the null hypothesis that there was no significant difference in achievement 

motivation, as measured by the Patterns of Adaptive Learning–Goal Orientation Scales 

(Midgley et al., 1997), between students who participate in a culturally based arts 

program for this study and those students who do not. The pretest mean for Group A 

(intervention) was 44.93, and the posttest mean was 57.44. The pretest mean for Group B 

(control) was 32.61, and posttest was 43.80. The increase between pretest and posttest for 

the Group A was 12.52, 95% CI [13.94, 11.09]. The increase between pretest and posttest 

for Group B was 11.15, 95% CI [12.25, 10.05] indicating that the Group A had a greater 

increase in self-efficacy scores from pretest to posttest (see Figure 5). The results of the 

ANOVA indicated a non-significant time effect, Wilks’ Lambda = .979, F (1, 106) = 

2.328, p < .130, ƞp² = .021. Thus there was no significant evidence to reject the null 

hypothesis. The results of the ANOVA also indicated no significant effect for age effect, 

Wilks’ Lambda = .927, F (3, 99) = 2.33, p = .056, ƞp² = .073. This indicates that age had 

no significant effect on the level of reported achievement motivation for students who 

participated in a culturally-based arts program for this study. 
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Figure 5. Achievement motivation means at (1) pretest and (2) posttest 

 

The following (Table 5) gives data for the paired (pretest/posttest) differences for 

the subscales of the Patterns of Adaptive Learning–Goal Orientation Scales (Midgley et 

al., 1997). These subscales include: task goal orientation, ability/approach, and 

ability/avoid.   
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Table 5 

Differences Between Pretest Posttest Patterns of Adaptive Learning–Goal Orientation 

Scales Subscales     

 Art program 

participant 

Mean 

 

SD N 

Goals Orientation Participant 

(Group A) 

4.02 2.08 54 

 Nonparticipant 

(Group) B 

3.56 1.42 54 

 Total 3.79 1.79 108 

Ability Approach Participant 

(Group A) 

4.07 2.12 54 

 Nonparticipant 

(Group) B 

3.67 1.55 54 

 Total 3.87 1.86 108 

Ability Avoid Participant 

(Group A) 

4.07 2.12 54 

 Nonparticipant 

(Group) B 

3.67 1.55 54 

 Total 3.87 1.86 108 
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Figure 6. Achievement motivation subscales (Patterns of Adaptive Learning–Goal 

Orientation Scales Subscales). Subscales include (1) task goal orientation pretest (2) task 

goal orientation posttest (3) ability approach pretest (4) ability approach posttest (5) 

ability avoid pretest (6) ability avoid posttest (7) overall pretest (8) overall posttest. 

 

A repeated measures ANOVA was conducted to evaluate the differences between 

the Patterns of Adaptive Learning–Goal Orientation Scales subscales for students who 

did and did not participate in the culturally-based arts program. The difference between 

task goal orientation subscale pretest and posttest scores for Group A and B was 3.79, 

95% CI [4.18, 3.45]. The difference between ability approach subscale pretest and 

posttest scores for Group A and B was 3.87, 95% CI [4.23, 3.52]. The difference between 
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ability avoid subscale pretest and posttest scores for Group A and B was 3.87, 95% CI 

[4.23, 3.52]. Analysis of the difference in the means for the Patterns of Adaptive 

Learning–Goal Orientation Scales subscales indicated that both the ability approach and 

ability avoid subscales had a greatest increase in achievement motivation scores from 

pretest to posttest (see Figure 6).  

Levene’s test indicated equal variances for the ability approach and ability avoid 

subscales (F= 2.69, p = .104), the social assertiveness subscale (F = .57, p = .45), the 

social groups subscale (F = 1.99, p = .16). The Levene’s test indicated unequal variances 

for the task goal orientation subscale (F = 4.57, p = .035) so degrees of freedom were 

adjusted from 106 to 94. Box’s Test (p =.003) indicated the observed covariance matrices 

of the dependent variable were not equal across groups. The results of the ANOVA 

indicated a significant time effect, Wilks’ Lambda = .508, F (4,103) = 24.95, p < .01,  

ƞp² = .492. Thus there was significant evidence to reject the null hypothesis within the 

subscales of the Patterns of Adaptive Learning–Goal Orientation Scales.  

This section provided a discussion of the achievement motivation variable. This 

discussion included descriptive statistics, statistical assumptions and findings. The 

section ended with a summary of the findings from data collected. The following section 

provides a summary of findings from the three variables: self-efficacy, self-expression, 

and achievement motivation. 

Summary 

The data showed consistent findings that for the research question: Is participation 

in a culturally-based arts program associated with a significant difference in self-efficacy, 
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self-expression, and achievement motivation in middle school adolescents who attend 

APS? The null hypotheses, there was no significant difference in self-efficacy, as 

measured by the Adolescent Social Self-Efficacy Scale (Connolly, 1989), between 

students who participate in a culturally based arts program and those students who do not 

was rejected. The null hypotheses, there was no significant difference in self-expression, 

as measured by the Personal Expressiveness Scale (Schwartz & Waterman, 2005), 

between students who participate in a culturally based arts program and those students 

who do not was also rejected. The null hypothesis, there was no significant difference in 

achievement motivation, as measured by the Patterns of Adaptive Learning–Goal 

Orientation Scales (Midgley et al., 1997), between students who participate in a culturally 

based arts program and those students who do not was not rejected. 

There were significant mean differences in self-efficacy and self-expression 

between the culturally-based arts program participation intervention group and the non-

culturally-based arts program participation control group. The analysis indicated no 

significant mean differences in achievement motivation. There were no significant mean 

differences in self-efficacy from the pretest and posttest between ages. However, there 

were significant mean differences in self-expression and achievement motivation scores 

from the pretests and posttests between ages. 

The purpose of this quasi-experimental design using a pretest-posttest model was 

to examine the effects of participation in a culturally-based arts program on self-efficacy, 

self-expression, and achievement motivation. The participants of this study included 

youth within the age range of 10-14 who attend APS. The participants of the study took 
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pretest on the dependent variables (self-efficacy, self-expression, and achievement 

motivation) prior to and after the independent variable (participation in a culturally-based 

arts program). The participants of the study were randomly divided into two groups. 

These groups consisted of an intervention group (culturally-based art program 

participation) and the control group (culturally-based art program nonparticipation). After 

data collection, ANOVA was used to analyze information obtained from the four 

instruments used in this study. These instruments included: a parent questionnaire, the 

Adolescent Social Self-Efficacy Scale (Connolly, 1989) (see Appendix: C), the Personal 

Expressiveness Scale (Schwartz & Waterman, 2005) (see Appendix: B) and, the Patterns 

of Adaptive Learning–Goal Orientation Scales (Midgley et al. 1997) (see Appendix: A). 

The null hypotheses, there was no significant difference in self-efficacy was 

rejected. The null hypotheses, there was no significant difference in self-expression was 

also rejected. The null hypothesis, there was no significant difference in achievement 

motivation was not rejected. 

There were significant mean differences in self-efficacy and self-expression 

between participation in the intervention group and the control group. The analysis 

indicated no significant mean differences for the variable of achievement motivation. 

There were no significant mean differences in self-efficacy from the pretest and posttest 

between ages. However, there were significant mean differences in self-expression and 

achievement motivation scores from the pretests and posttests between ages.  
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Chapter 5 will include the interpretations of the findings discussed in detail, 

limitations of this study, recommendations for further research, and positive social 

change implications. 
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Chapter 5: Discussion, Conclusions, and Recommendations 

Introduction 

This quantitative study addressed the impact of participation in a culturally based 

arts program on adolescent middle school students who attend inner-city schools in 

Atlanta. In particular, the relationship between (a) student participation in a culturally 

based arts program and (b) self-efficacy, self-expression, and achievement motivation 

was measured. The purpose of this chapter was to discuss the findings of this study, the 

conclusions reached, and recommendations for future research. This chapter is divided 

into the following sections: introduction, interpretation of the findings, limitations of the 

study, recommendations, implications, and conclusion. 

ANOVA was used as a form of data analysis for the quantitative research. The 

independent variable of the research was participation in a culturally based arts program. 

Dependent variables in this research were self-efficacy, self-expression, and achievement 

motivation. Quantitative data from participants were collected during the summer, both 

prior to and following participation in either a 2-week culturally based or  non-culturally 

based arts program. Self-efficacy was measured using the Adolescent Social Self-

Efficacy Scale (Connolly, 1989); self-expression was measured using the Personal 

Expressiveness Scale (Schwartz & Waterman, 2005); achievement motivation was 

measured using the Patterns of Adaptive Learning–Goal Orientation Scales (Midgley et 

al., 1997).  

Participants included a sample of 108 students enrolled in APS between 10 and 14 

years of age (M = 11.6, SD = .90). A thorough discussion of the recruitment and data 
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collection procedures, as well as the psychometric properties of each instrument, can be 

found in  Chapter 3 .  

Summary of Key Findings 

 Data were collected for the research question: Is participation in a culturally  

based arts program associated with a significant difference in self-efficacy, self-

expression, and achievement motivation in middle school adolescents who attend APS? 

The analyses of the data collected in this study resulted in consistent findings for self-

efficacy and self-expression. The null hypotheses, there was no significant difference in 

self-efficacy and self-expression was rejected. The findings for achievement motivation 

were not consistent with the findings for self-efficacy and self-expression. The null 

hypothesis, for achievement motivation was not rejected. 

Self-Efficacy 

There were significant (p < .01) mean differences in self-efficacy between 

participation in the intervention group and the control, group such that participants in the 

arts program (intervention) had an increase between pretest and posttest of 18.52 

ccompared to peers in the control group 6.13, indicating that Group A had a greater 

increase in self-efficacy scores from pretest to posttest. The results of the ANOVA also 

indicated no significant effect for age effect, Wilks’ lambda = .991, F (3, 99) = .311, p = 

.818, ƞp² = .009. This indicated that age had no significant effect on the level of reported 

self-efficacy for students who participated this study. 

Box’s Test (p =.172) indicated the observed covariance matrices of the dependent 

variable were not equal across groups indicating differences between the subscales for 
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self-efficacy. The difference between friendship/intimacy subscale pretest and posttest 

scores for Group A and B was 3.95, 95% CI [4.48, 3.50]. The difference between social 

assertiveness subscale pretest and posttest scores for Group A and B was 2.33, 95% CI 

[2.74, 1.91]. The difference between social groups subscale pretest and posttest scores for 

Group A and B was 2.26, 95% CI [2.56, 1.97]. The difference between public 

performance subscale pretest and posttest scores for Group A and B was 2.52, 95% CI 

[2.86, 2.22]. The difference between giving/receiving help subscale pretest and posttest 

scores for Group A and B was 1.26, 95% CI [1.50, 1.02]. Analysis of the difference in the 

means for the Adolescent Social-Self-Efficacy subscales indicated that the 

friendship/intimacy subscale had a greatest increase in self-efficacy scores from pretest to 

posttest (see Figure 3).  

Levene’s test indicated equal variances for the friendship/intimacy subscale (F= 

.004, p = .95), the social assertiveness subscale (F = .57, p = .45), the social groups 

subscale (F = 1.99, p = .16), the public performance subscale (F = 3.11, p = .08), and the 

giving/receiving help subscale (F = 3.64, p = .06). Box’s Test (p =.003) indicated the 

observed covariance matrices of the dependent variable were not equal across groups. 

The results of the ANOVA indicated a significant time effect between pretest and 

posttest, Wilks’ lambda = .508, F (4,103) = 24.95, p < .01, ƞp² = .492. Thus there was 

significant evidence to reject the null hypothesis within the subscales of the Adolescent 

Social Self-Efficacy scale.  
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Self-Expression 

Repeated measures ANOVA was conducted  to evaluate the null hypothesis that 

there was no significant difference in self-expression, as measured by the Personal 

Expressiveness Scale (Schwartz & Waterman, 2005), between students who participated 

in the culturally based arts program for this study and those students who do not. For the 

Self-expression variable, the F value for Levene’s test was 1.763 with a Sig. (p = .093) 

for pretest expression and the F value is 1.786 with a Sig (p = .089) . Because p was 

greater than an alpha of .05 (p > .05), the null hypothesis was retained and no significant 

difference in self-expression between the intervention and comparison groups was 

detected between T1 and T2. 

The pretest mean for Group A (intervention) was 17.72, and the posttest mean 

was 19.26. The pretest mean for Group B (control) was 17.24, and posttest was 17.72. 

The increase between pretest and posttest for the Group A was 1.54, 95% CI [1.48, 1.60]. 

The increase between pretest and posttest for Group B was .48, 95% CI [.42, .54] 

indicating that the Group A had a greater increase in self-efficacy scores from pretest to 

posttest (see Figure 4). Box’s Test (p =.229) indicated the observed covariance matrices 

of the dependent variable were not equal across groups. The results of the ANOVA 

indicated a significant time effect between pretest and posttest, Wilks’ lambda = .813, F 

(1, 106) = 24.36, p < .01, ƞp² = .187. Thus there was significant evidence to reject the 

null hypothesis. The results of the ANOVA also indicated a significance effect for age 

effect, Wilks’ Lambda = .973, F (3, 99) = .24.36, p = .44, ƞp² = .027. This indicates that 
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age had a significant effect on the level of reported self-expression for students who 

participate in this study’s culturally-based arts program. 

Achievement Motivation 

Repeated measures ANOVA was conducted  to evaluate the null hypothesis that 

there was no significant difference in achievement motivation, as measured by the 

Patterns of Adaptive Learning–Goal Orientation Scales (Midgley et al., 1997), between 

students who participate in a culturally based arts program for this study and those 

students who do not. For the Achievement motivation variable, the F value for Levene’s 

test was 1.287 with a Sig. (p = .259) . Because p was greater than an alpha of .05 (p > 

.05), the null hypothesis was retained and no significant difference in achievement 

motivation between the intervention and comparison groups was detected between T1 and 

T2. 

The pretest mean for Group A (intervention) was 44.93, and the posttest mean 

was 57.44. The pretest mean for Group B (control) was 32.61, and posttest was 43.80. 

The increase between pretest and posttest for the Group A was 12.52, 95% CI [13.94, 

11.09]. The increase between pretest and posttest for Group B was 11.15, 95% CI [12.25, 

10.05] indicating that the Group A had a greater increase in self-efficacy scores from 

pretest to posttest (see Figure 5). The results of the ANOVA indicated a non-significant 

time effect, Wilks’ Lambda = .979, F (1, 106) = 2.328, p < .130, ƞp² = .021. Thus there 

was no significant evidence to reject the null hypothesis. The results of the ANOVA also 

indicated no significant effect for age effect, Wilks’ Lambda = .927, F (3, 99) = 2.33, p = 

.056, ƞp² = .073. This indicates that age had no significant effect on the level of reported 
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achievement motivation for students who participated in a culturally-based arts program 

for this study. 

A repeated measures ANOVA was conducted to evaluate the differences between 

the Patterns of Adaptive Learning–Goal Orientation Scales subscales for students who 

did and did not participate in the culturally-based arts program. The difference between 

task goal orientation subscale pretest and posttest scores for Group A and B was 3.79, 

95% CI [4.18, 3.45]. The difference between ability approach subscale pretest and 

posttest scores for Group A and B was 3.87, 95% CI [4.23, 3.52]. The difference between 

ability avoid subscale pretest and posttest scores for Group A and B was 3.87, 95% CI 

[4.23, 3.52]. Analysis of the difference in the means for the Patterns of Adaptive 

Learning–Goal Orientation Scales subscales indicated that both the ability approach and 

ability avoid subscales had a greatest increase in achievement motivation scores from 

pretest to posttest (see Figure 6).  

Levene’s test indicated equal variances for the ability approach and ability avoid 

subscales (F= 2.69, p = .104), the social assertiveness subscale (F = .57, p = .45), the 

social groups subscale (F = 1.99, p = .16). The Levene’s test indicated unequal variances 

for the task goal orientation subscale (F = 4.57, p = .035) so degrees of freedom were 

adjusted from 106 to 94. Box’s Test (p =.003) indicated the observed covariance matrices 

of the dependent variable were not equal across groups. The results of the ANOVA 

indicated a significant time effect, Wilks’ Lambda = .508, F (4,103) = 24.95, p < .01, ƞp² 

= .492. Thus there was significant evidence to reject the null hypothesis within the 

subscales of the Patterns of Adaptive Learning–Goal Orientation Scales.  
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This section provided an introduction to the chapter. Included in the introduction 

were the purpose and nature of the study and a summary of key findings from the study. 

The following section will provide an interpretation of the findings. 

Interpretation of Findings 

The significant effect of culturally-based arts program participation confirms the 

hypothesis that culture is directly related to the level of success in task completion and 

goal attainment (Frey-Monell, 2011). The results of this study led to the rejection of the 

null hypothesis that there was no significant difference in self-efficacy, as measured by 

the Adolescent Social Self-Efficacy Scale (Connolly, 1989), between students who 

participated in a culturally based arts program and those students who did not. In addition 

to previous literature on the effect of art program participation (Betts, 2006; Covay & 

Carbonaro, 2010; Rapp-Paglicci et al., 2011), which reported significance in self-

efficacy, this study extended the knowledge in the discipline with the inclusion of culture 

as a factor of the arts program. This research confirmed the significant increase self-

efficacy, as measured by the Adolescent Social Self-Efficacy Scale (Connolly, 1989), as 

a result in art program participation much like the previous studies conducted by Huang 

et al., (2011). The results of this study indicated that the friendship/intimacy subscale, of 

the Adolescent Social Self-Efficacy Scale (Connolly, 1989), had the greatest increase in 

reported self-efficacy from pretest to posttest. These findings confirmed existing research 

that reported the importance of relationships to the development of self-efficacy for 

adolescents (Doswell et al., 2011; Reeve & Lee, 2014). 
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The results of this study also lead to the rejection of null hypotheses, there was no 

significant difference in self-expression, as measured by the Personal Expressiveness 

Scale (Schwartz & Waterman, 2005), between students who participate in a culturally 

based arts program and those students who do not. Like the previous literature found on 

self-expression (Boykin et al., 2005; Charmaraman, 2010; Kim & Sherman, 2007), this 

study confirmed the incorporation of culture in art programs had a significant impact on 

the development and promotion of self-expression for adolescents. In addition to the 

development and promotion of self-expression, this study confirmed the previous 

research (Briggs, Reis, & Sullivan, 2008; Kim and Drolet, 2003) that found self-

expression was increased through the recognition of diversity.  

This study found that culturally based arts programs which include a variety of 

activities may meet the motivational needs of students by offering cultural inclusion and 

skill building. These findings confirmed existing literature which found students who 

participated in culturally-sensitive art-based programs are also afforded a platform to 

display the results of his/her endeavors in art exhibitions for viewing and praise from 

instructors, peers, and other members of his/her society (Catterall et al., 2012; Davis, 

2010). The inclusion of community in an arts program can promote self-expression for 

adolescents as reported in research by Wallace-DiGarbo and Hill (2006). This research 

confirmed these findings with the significant increase of self-expression, as measured by 

the Personal Expressiveness Scale (Schwartz & Waterman, 2005), found as a result of 

adolescent participation in a culturally based arts program.  



129 

 

The null hypothesis, there was no significant difference in achievement 

motivation, as measured by the Patterns of Adaptive Learning–Goal Orientation Scales 

(Midgley et al., 1997), between students who participate in a culturally based arts 

program and those students who do not was not rejected by this research. Although 

previous research (Trumbull & Rothstien-Fish, 2011) indicated culture can have a major 

influence on achievement motivation, the results of this study found no significant 

relationship between participation in a culturally-based arts program and achievement 

motivation, as measured by the Patterns of Adaptive Learning–Goal Orientation Scales 

(Midgley et al., 1997). Previous research also indicated a positive correlation with 

intrinsic motivation and the participation in an arts program (Wormington et al., 2012). 

Although the null hypothesis could not be rejected, the research did result in findings 

which confirmed the relationship between intrinsic motivation and arts program 

participation. The significance with intrinsic motivation was provided in an analysis of 

the ability-approach goal orientation and the ability-avoid goal orientation. These goal 

orientations are subscales of the Patterns of Adaptive Learning–Goal Orientation Scales 

(Midgley et al., 1997).  

This section provided an interpretation of the findings for this study. Included in 

the interpretations of the findings was a discussion of literature that supported the study’s 

findings. The following section will provide a discussion of the limitations of the study. 

Limitations of the Study 

The findings were based upon 108 students’ pretest and posttest scores on self-

efficacy, self-expression, and achievement motivation. This study had limitations that 
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involved the program completion from students. There was a limitation in diversity 

within the sample of students participating in the study. Due to non-completion of the 

program and the identification of outliers, only one ethnic group was included in the 

results of the data analyses.  

The age and reading levels of the participants was a potential limitation of this 

study. Participants in the study ranged in age from 10 to 14 years (M = 11.6). Although 

the instruments were designed for adolescents in middle school, some of the participants 

may not have been on his/her grade appropriate reading level. Participants not being able 

to read on his/her grade appropriate level may have led to some invalid responses to 

questions on the assessment tool. The reading level of the participants was not a 

limitation of the curriculum. The two-week programs did not involve individual reading 

by the students.  Program staff provided verbal and visual instructions to the participants 

of the programs.  

The study also had limitations to the quantitative method chosen. With the 

limitations of the method chosen, this quantitative research may not have included a 

phenomena occurring that could have been revealed with the use of qualitative 

research(Creswell, 2009). To decrease these limitations within the study, an open forum 

of email, website and telecommunications were offered to the parents, or guardians, of 

the participants. Verbal instructions and reading of the questions on the assessment tools 

were provided by the researcher at initial session prior to the start of the program, as well 

as the pretest (T1) and posttest (T2). 
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This section provided a discussion of the limitations of the study. Included in the 

section was a discussion of the delimitations of the study. The following section will 

provide a discussion of the recommendations for future research.  

Recommendations 

In order to gain more insight on the effect of participation in a culturally-based 

arts program and the self-efficacy, self-expression, and academic motivation for 

adolescents, the length of the arts program should be longer than the  two week program 

in this study. An increase in the length of the program could extend the current findings 

of the significance found for self-efficacy and self-expression as a result of participation 

in a culturally-based arts program. Additionally, an increase in the length of the arts 

program could potentially confirm existing research (Trumbull & Rothstien-Fish, 2011) 

that indicates a significant relationship between culture, arts program participation and 

achievement motivation.  

Future research should also focus on various cities within a metropolitan area to 

obtain a more diverse ethnicity sample and variety in cultural programs offered for 

adolescent participation. While age may have not indicated a significant difference 

amongst the participating adolescents, the examination of other socio-economic factors 

might provide extended knowledge to the existing body of literature on art program 

participation for adolescents. The extended length of the arts program, increase in a 

diverse ethnicity sample, and inclusion of various socio-economic factors could lead to 

the development of more efficient arts programs that focus on culture as a means to assist 
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the development and promotion of self-efficacy, self-expression and achievement 

motivation for adolescents.  

This section provided a discussion of the recommendations for future research. 

The following section will provide a discussion of the implications for social change. 

Implications 

There exists the possibility of social change as the results of the research revealed 

middle school students’ participation in an arts program was associated with the 

promotion of self-efficacy and self-expression. Social change has been defined as “the 

specific and localized perception of significant change” (Adams, 2007, p. ix). Addressing 

the effectiveness of participation in a culturally based arts program on adolescent middle 

school students attending schools within the inner city district of the Atlanta Public 

School system can produce social change by providing insight to program developers and 

educators who are responsible for curricula development and implementation. This 

insight may expand the understanding of how participation in a culturally based arts 

program can facilitate self-efficacy and self-expression. With the implementation of 

recommendations from this research, the understanding of achievement motivation in 

adolescent inner city students could also expanded. 

Additionally, this study can address the prospect of social change that exists as the 

results of the study disclosed an affirmative association between art program participation 

and the promotion of self-efficacy, self-expression, and intrinsic (approach/avoidance) 

achievement motivation for these middle school students. This study may aid in the 

recognition of the influence a child’s culture has in the promotion of positive social 
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development prosocial behaviors in the educational environment. Data collected and 

analyzed from the research may assist in future efforts to increase the levels of self-

confidence and decrease apprehensions that are connected with perceptions of acceptance 

from others (Huitt, 2011). Schuler et al. (2010) reported that such an increase in student’s 

self-confidence could then be exhibited within the academic setting as well as in social 

settings. 

 This section provides a discussion of the implications for social change. The 

following section will provide the conclusion of the chapter. 

Summary 

Currently, there is a deficiency in the curricula for lower income, inner city, 

middle school adolescents where arts programs are concerned (Rothstein, 2004; 

Williams, & Sánchez, 2013, & Zhou, 2003). Efforts from implementers of a culturally 

based art program to bridge the achievement gap between lower income inner city 

students and those who have greater access to academic resources have the potential to 

alter a social norm of division between the established economic classes. This 

quantitative research addressed the impact of participation in a culturally based arts 

program on adolescent middle school students between the ages of 10 and 14 who attend 

inner-city schools in Atlanta. In particular, the relationship between students’ 

participation in an extracurricular culturally based arts program and his/her self-efficacy, 

self-expression, and achievement motivation were measured. The results of this study 

found there was a significant relationship between the participation in a culturallybased 

arts program and self-efficacy, as measured by the Adolescent Social Self-Efficacy Scale 
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(Connolly, 1989),  and self-expression, as measured by the Personal Expressiveness Scale 

(Schwartz & Waterman, 2005), for the adolescent participants. Although the relationship 

between achievement motivation and participation in the culturally-based arts program 

was not found to be significant, there was a finding of significance in two of the three 

subscales (ability–approach and ability–avoidance), as measured by the Patterns of 

Adaptive Learning–Goal Orientation Scales (Midgley et al., 1997), within the area of 

intrinsic motivation. This confirmation of this study’s hypothesis and the extended of 

existing knowledge will hopefully serve as a foundation for much needed future research 

and also be used to guide the development of adolescents throughout his/her school years 

and on into his/her transition into adulthood. 
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Appendix A: Goal Orientation Scales 
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Appendix B: Personal Expressiveness Scale 
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Appendix C: Adolescent Social Self-Efficacy  
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Appendix D: Arts Program – Parent/Guardian Demographic Feedback Survey  

 

Arts Program- Parent/Guardian Feedback 

 

1. What is your relationship to your child? 

[    ]  Mother                                                      [    ]  Father 

[    ]  Step-mother                                              [    ]  Step-father 

[    ]  Grandmother                                             [    ]  Grandfather 

[    ]  Aunt                                                          [    ]  Uncle 

[    ]  Guardian 

Other (please specify)  [ 

_____________________________________________ ] 

 

 

2. What does your child attend an Atlanta Public School? 

[   ] yes                                                                [   ]no 

 

 

3.What is your child's gender? 

[    ]  Female                                                       [    ]  Male 

 

 

4. What is the age of your child? 

[    ]  9 and under                                               [    ]  10 

[    ]  11                                                              [    ]  12 

[    ]  13                                                              [    ]  14  

[    ]  15 and over 

 

 

 

5. What is the race/ethnicity of your child? 

[     ] Black                                                        [      ] White 

[     ] Hispanic                                                   [      ] Other 
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6. What visual or performance art programs are offered in your child's school? 

[    ]  Music                                                                                   [    ]  Art 

[    ] Dance                                                                                    [    ]  Drama 

[    ]  None 

Other (please specify)[ 

______________________________________________________ ] 

 

 

 

 

7. To what extent do you believe your child's school is adequately staffed to 

implement an arts program? 

[    ]  Not at all                                                                          [    ]  A little bit 

[    ]  Somewhat                                                                       [    ]  Quite a bit 

[     ]  A tremendous amount 

 

 

8. To what extent do you believe your community arts center is adequately 

staffed to implement an arts program? 

[    ]  Not at all                                                                       [    ]  A little bit 

[    ]  Somewhat                                                                    [    ]  Quite a bit 

[    ]  A tremendous amount 
 

 

 

9. In the past year, how often have you discussed your child's social needs with 

adults at his/her school? 

[    ]  Almost never                                                               [    ]  Once or twice 

[    ]  Every few months                                                      [    ]  Monthly 

[    ]  Weekly or more 
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10. How often do you help your child engage in activities which are 

educational outside the home? 

[    ]  Almost never                                                                 [    ]  Once in a 

while 

[    ]  Sometimes                                                                     [    ]  Frequently 

[    ]  Almost all the time 

 

11. How well do the activities offered at your child's school match his or her 

interests? 

[    ]  Not well at all                                                                [    ]  Mildly well 

[    ]  Fairly well                                                                      [    ]  Quite well 

[    ]  Extremely well 
 

 

12. How motivated is your child to learn the topics covered in class? 

[    ]  Not at all motivated                                                     [    ]  Slightly 

motivated 

[    ]  Somewhat motivated                                                  [    ]  Quite 

motivated 

[    ]  Extremely motivated 

 

13. How well do you believe your child's school is preparing him or her for his 

or her next academic year? 

[    ]  Not well at all                                                                 [    ]  Mildly well 

[    ]  Fairly well                                                                       [    ]  Quite well 

[    ]  Extremely well 

 

 

 

14. In general, how well does your child learn from feedback about his or her 

work? 

[     ]  Not well at all                                                             [    ]  Mildly well 

[    ]  Fairly well                                                                     [    ]  Quite well 

[    ]  Extremely well 

 

 

15. On average, how well does your child work independently on learning 

activities at home? 

[    ]  Not well at all                                                              [    ]  Mildly well 

[    ]  Fairly well                                                                    [    ]  Quite well 

[    ]  Extremely well 
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Appendix E: Participant Request Flyer 

 
PARTICIPANTS NEEDED FOR RESEARCH IN  

Self-Efficacy, Self-Expression, and Achievement motivation 

 
Self-efficacy is defined as the way adolescents view his/her ability to accomplish a goal 

based on previous experience with accomplish the goal. 

 
I am looking for youth volunteers, between the ages of 10- 14, to take part in a study of: 

Effect of culturally based arts activities on self-efficacy, self- expression, and 

achievement motivation for inner-city youth 

 

As a participant in this study, your child would be asked to:  
Take self-efficacy, self-expression, and achievement motivation assessment prior to 

beginning the program and at the end of the program.  

 
Your child’s participation would involve two sessions, each of which is approximately 

(30) minutes, conducted at the Milner School of Music and Fulton County Arts Center 

(915 Hope Road SW Atlanta, GA 30331). 

 
Parents/guardians who agree to allow his/her child to be in this study will be asked to 

complete an informed consent form and parent questionnaire and return to researcher. 

Parent questionnaire will take approximately 10 minutes to complete.  

There is no payment associated with participation in this study. 

 

 

For more information about this study, or to volunteer for this study, 

 please contact: 
(Narjerah Lewis Delk)  

(Researcher) 

at 
(via telephone at 770-877-1167) 

Email: (narjerah.lewis@waldenu.edu) 

 

 
The study has been reviewed and approved by the  

Institutional Review Board, Walden University. 

 


