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.1

THE EFFECTS OF SPECIAL TRAINING AND FIELD EXPERIENCES UPON

PRESERVICE TEACHERS' LEVEL OF COMFORT WITH

MULTICULTURAL MUSIC TEACHING SITUATIONS

Background

Research indicates that preservice teachers generally express positive attitudes about

their ability to be effective teachers in culturally diverse situations. They are uncertain,

however, about specific approaches to curriculum and instruction (Barry & Lechner. 1994:

Larke, 1990: Many & Reeves-Kazelskis. 1992: Moore & Reeves-Kazelskis: Moultrv. 1988:

Saravia-Shore & Arvizu. 1992: Wayson. 1988). While preservice teachers seem to have a

sincere interest in educating all children and in representing diverse cultures to children. there

is a great deal of uncertainty about fair representation of different cultures and about how to

teach children of different backgrounds effect:cely (Lechner & Barry, 1994). It is apparent

that preservice teachers have much to learn to be prepared to teach in todays multicultural

climate, hut the research concernini2 teacher training indicates that the skills and attitudes

needed for multicultural education can he difficult to acquire (Garcia & Pugh. 1992: Wavson.

1988).

Coursework and experiences found in teacher education programs may not adequately

prepare preservice teachers to work with children of diverse hackt!rounds. Studies by

Ginsburg (1988) and Avery and Walker (1993) suggest that traditional teacher education

coursew ork focuses upon the needs of individual children. but not upon struc:tural and

conte\ tual factors. This limited perspective ma\ lead preservice teachers to attribute a



student's academic success or failure wholly to individual characteristics without takina other

aspects such as learnina environment, teachina style, and materials into account.

While short-term attempts at enlightening and trainina teachers such as seminars and

workshops may have little practical effect (McDiarmid. 1992). more comprehensive, long-

term efforts have produced promising results. Ross and Smith's (1992) case studies indicated

that their students developed a more complex orientation toward diversity after a year-long

teacher trainina program includina course work and field experiences.

Purpose of the Study

The purpose of the study was to examine preservice teachers' level of comfort in

working with students and colleagues of a different race and in dealing with various

multicultural topics in an elementary aeneral music setting. A second purpose was to explore

the effects of special trainina and field experiences upon preservice teachers' level of comfort

with multicultural situations.

Methods

Fiftv-five preservice teachers enrolled in two different sections of an undergraduate

music and related arts methods course at a large southeastern university in the United States

participated in the study. Some subjects did not complete all phases of the study, resulting in a

total of 45 cases (N=45). Subjects were primarily white (95.6% ) females (91.1%). Subjects'

majors included Early Childhood Education (62.2%1. Elementary Education (28.9`,, ) and

Music Education (2.2(7; ).

This study utilized a combination of quantitative and qualitative methods Data were

collected through three sources: iournals kept b each ubject instructor's observations



throu!!hout the course (including class meetings and field experiences), and a questionnaire

(administered at the betlinnina of the term and an abbreviated form administered again after

the special training and field experiences). Based upon similar questionnaires from the

literature and previous work by the author. a questionnaire was developed and subjected to

review by experienced teachers and teacher educators. The final version of the questionnaire

had two parts. The first part consisted of a series of free-response questions to obtain

information about the subjects' backe,round aad about the subjects' perceptions of the

challenges of working effectively with children of different cultures. (Note: Basic

demographic and backg_round questions were omitted from the questionnaire for the second

administration.) The second part presented 25 statements about multicultural situations in

education with a Likert-type response scale rangina from 5 (very comfortable) to 1 (very

uncomfortable).

Subjects in both sections received special training in multicultural music education

including assigned readings in multicultural education. learning songs and dances from diverse

cultures, listening to recordinas of music from a variety of cultures, class discussions about

appropriate teaching techniques for students of diverse backarounds. and open discussion

ahout various aspects of multicultural teaching (including several rather intense discussions

about situations that made them feel uncomfortable). Their special trainina also included

presentations by two teacher; during two separate class meetings scheduled two weeks apart.

an early childhood educator (an African-American female) and an elementary general music

teacher tan African-American male) who shared insight ahout working with children of

different backgrounds and abiwt representing different cultures through music and related arts.



All subjects also participated in a 6-week laboratory teachirm experience in which they were

assigned to an intact class of students (grades ranging from K-6) and were responsible for

planning and teaching a series of music lessons (one 30: to 45-minute lesson each week).

Subjects in one section of the course (Section A) were assigned to a small rural elementary

school with a large percentage of minority students (98% black. 2% white) and students from

low-income families (98% qualifying for free or reduced lunch on the basis of family income)

while subjects in the other section (Section B) were assigned to a small rural elementary school

with a predominantly white student enrollment (88% white. 12% black) representing primarily

middle-income families.

Results

Descriptive data (tabulated using SPSS procedure tbr frequencies) indicated that even

though most subjects had attended "majority white- schools (66.7% ). a majority reported

having "had a close friendship with a person whose race differs from yours- (66.7% ). Most

subject: (88.9%) reported having had some teaching experiences with children whose race

differed from their own. These teaching experiences were usually in conjunction with a

university methods course.

Subjects responses to the 25 Likert-type questionnaire items indicated relatively high

levels of comfort with various teaching situations. (See Table 11. Subjects expressed the

highest level of comfort with a statement about "Treating all children in mv class fairl,.- and

the lowest level of comfort with a statement ahout "Being accused of racial prejudice . Paired

T-Tests were calculated to compare all subject: responses to the 25 Likert-tvpe items before

field experiences and training with respon,,es to the same items at the end of the term.



Significant differences (p< .05) were found with subjects' comfort increasing for items dealing

with "Teaching about customs from cultures other than my own,- "Teaching about religious

beliefs other than my ewn.- Teaching an African-American spiritual.- "Teaching an authentic

American Indian song,- "Teaching a unit on Black History to a group of African-American

students.- and "Asking a teacher of a different race for advice about how to deal with children

of her race.- (See Table 2.)

Paired T-Tests were also used to identify significant changes in level of comfort within

groups. Section .A (n= 25. the group working in the predominantly black, low-income

school) had significant increases for only three items: "Teaching about customs from cultures

other than my own,- "Teaching an African-American spiritual.- and "Asking a teacher of a

different race for advice about how to deal with children of her race.- (See Table 3.) Section

B = 20. the group working in the predominantly white, middle-income school) had

significant increases for seven items: "Discussing controversial issues about race relations

with people of my own race.- "Teaching a unit on Black History.- "Teaching an African-

American spiritual.- "Teaching an awl Intic American Indian song," "Asking a teacher of a

different race for advice about how to deal with children of her race.- "Working in a school

where I am a minority,- and "Working for a principal whose race differs from mine.- (See

Table 4.)

Written responses to "free-response- items indicated that being able to treat all students

equally (33.31. "understanding- others' beliefs and customs (l7.85 ), communicating

(13.3'; ). and accommodating individual differences (13.3 Ci 1 were perceived as the greatest

challenge,, to working effectively v ith children of different race,s. Suhiect tended to identil



academic pursuits such as "research."."reading books.- "going to the library- (46.79 ) and

listeninLY to recordinfis (35.3(7(1 as the best way to become "better acquainted- with music of

other cultures.

At the beginning of the course. students islenerally expressed a great deal uf confidence

in their abilities to interact successfully with children and faculty of a different race. This is

retlected in relatively high levels of agreement with most questionnaire items and in written

reactions to "free-response- items on the first questionnaire. Some students were apparently

so confident that they did not feel that they needed help. For example, in response to the item

about the type of experiences that would "help you he better prepared to teach children of

different races- several students responded with statements such as: "Nothing should be

different in the way I plan to teach childrenno matter what race. Everyone will be treated

the same. Theretbre. I can't think of any experience that will help me [student 1],- "I really

don't have a problem workimi with people of different races now. I love people and I can

eenuinelv get along with any one no matter what their race is [student 21.- and "I don't have

a problem working with different races. I treat them the same as mv race [student 3].-

The naive cor:idence reflected in the above statements is typical of inexperienced

teachers and is consistent with what Weinstein (1988) describes as "unrealistic optimism,- an

optimism which tends to break down when students are confronted with the realities of thc

classroom. While the second questionnaire. administered after discussion sessions and field

experiences. also reveals relatively high levels of confidence, it is interesting to note that no

one indicated that he she did not have a problem or did not need additional training. On the

econd queqionnaire. ttitlent tended to be much more peciric ith)ut the t\ pe of training and



experiences that they desired. For example. on Questionnaire 2. the same three students

quoted above wrote: "I just need more exposure to children of different races so that I feel

comfortable with teaching them.Istudent 11-. "To be better prepared to teach children of

different races you must allow yourself the opportunity to work with these type [sic] of

children. Experience is the best way of preparing yourself.1student 21". and "I think

experiences that would help would be to get hands on experience working with different races.

. . I could have read and study [sic) about their customs more so that I would be sure not to

violate them.1student 31" (Note: All three of these students were assigned to Section A.)

Analysis of journal entries and observation notes revealed that while these preservice

teachers w,:re very eager to teach "all children equally.- many of them were very uncertain

about w hat is appropriate. This was especiall evident in the writinLYs of subjects enrolled in

Section A of the course. These subjects. confronted with a teaching situation in which their

race and or socio-economic level was different from the majorit\ of their students, experienced

much anxiety and frustration. Their concerns stemmed from such things as fear of offending

their students. belief that their students may have held prejudices against them, and difficulty

in effective communication with students because of differences in dialect and Endish usage.

Discussion and Implications

The items for which subjects' level of comfort increased were directly related to the

training they had received in the university classroom (e.g.. learning about African-American

Tirituals, having opportunities to talk w ith the guest speakers. etc.). However. while both

journal entries and questionnaire responses indicated that the special training received in the

[ink ersit\ classroom increased the preser%.ice teacher' perceived comfort with some situations

j
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in multicultural education. field notes indicate that, for the most part, they were not able to

apply what they had learned durinQ the field experiences. It is likely that the limited nature of

the field experiences did not afford students adequate time to apply what they were just

bettinning to internalize.

It is also important to consider the contrast between the high levels of comfort

expressed in subjects' responses to the two questionnaires and their statements and journal

writings which reveal much uncertainly and anxiety about multicultural issues in education.

When other data are considered, it is difficult not to conclude that the levels of comfort

indicated on the questionnaires were inflated. The need to keep track of each individual's

reactions throughout the studs prohibited anonymity for the subjects. Perhaps these preservice

teachers felt compelled to represent themselves on the questionnaires as confident and capable

teachers in any situation. Another likely factor in this inflation is the "unrealistic optimism-

(Weinstein, 1988) often observed in preservice teachers. Even though most preservice

teachers reported having some teaching experience with minority students, for the most part.

these experiences had been limited in scope and took place in majority white schools. It is

likely. therefore, that the preservice teachers lacked the experiential framework to make

realistic judgments about their le\ el of comfort. It is difficult, however, to cite inexperience

as th '. sole reason for the contradictions observed between the high levels of comtbrt indicated

on the questionnaires and in subjects' writings and remarks. If this were the case, we would

expect to see more dramatic differences between responses to Questionnaire I (administered

prior to the field experiences) and Questionnaire 11 (administered after the field experiences)

I 0



In journal entries and in discussion, students expressed a desire to treat all children

"equally- and to become an effective teacher: -I strongly, strongly believe that every child in

our country has an equal rieht to a good education--no matter what color, gender, social-

economic background or disability they may have. But a great deal of uncertainty about

how to approach topics perceived to he sensitive, and a fear of offendine someone also

permeated student writings and conversation: "It seems like in this day and time you have to

he so careful of things you do in the classroom, so that you do not offend anyone. Something

that you would not consider offensive could really hurt someone else's feelings and really turn

them off. .

The fear of offending someone was especially evident in the subjects in Section A.

These preservice teachers had expressed a sincere interest in treating all students equally and

confidence in their own abilities to transcend harriers of race and culture. When placed in a

situation where most tor all) of their students were from cultural backgrounds that differed

from their own. however. they found it difficult to put these beliefs into practice. Expressions

of overwhelming doubt and frustration were common themes.

Some preservice teachers were reluctant to teach spirituals. Several students were

concerned that a discussion about the historical origin of spirituals would he offensive to

African-Americans: "Today we hit on a touchy subject in class. the African American culture.

Teaching a song that deals with si,%ery \ould he uncomfortable tbr me, especially if there

were African-Americans in my classroom. . There was even a disagreement between some

students about the appropriate way to describe spirituals: -I really enjoyed the lesson because

the theme was Negro spiritual. Nly partners were really uncomfortzthie h% the names I used

t I



to teach the songs. I'm sorry. but I refused to say "African-American" spirituals a thousand

times. After all, they are referred to as "Black" or "Negro" folk songs. Anyway, once we

got past the shock of how we would address the subject. everything went well. The kids

reall, picked up on the musical ideas and it made the rote-conceptual teaching very easy. In a

weird sort of way. I felt like I had my own black choir to sing any spiritual I desired. It was

fun!"

Others expressed frustration that they couldn't understand the children because of their

dialect: "I asked a little girl to tell me her name. When I still didn't understand after the third

time. I just gave up because I didn't want to embarrass her." And for a few, the experience

seemed to reinforce negative stereotypes (e.g... "I have found that blacks assume you don't like

them." "IC'. terrible to say. but sometimes I felt like they were all going to grow up and join

a gang. I have never seen kids fight like they did." "I am not near as into multiculturalism.

however. It's not that I am racist or an thing. . . I don't believe that it is necessary, though.

to teach about many other cultures and countries just to do it. We live in America and it is

much more important to learn about OUR country. land. the same student in a later journal

entry I I feel that our' discussion in class today was worthwhile. I do not feel like that is

something I am or will be struggling with in my teaching. I feel pretty comfortable talking

about, teaching, and dealing with racial issues. . . I have to be honest, though, and say that in

man% ways I am prejudiced. I do not believe that white people are to blame for all or any of

the blacks' problems. . . I get very upset when black people blame white people tor their

prohlem,..

1



Since most of these preservice teachers had been part of the majority culture throughout

their own educational experiences, it is not surprising that some of them may have experienced

frustration in feeling like a minority (perhaps for the first time in their lives): "Today was my

first day in the classroom in Mrs. 's 4th grade. I was surprised to find out that ALL of

the children were African-American children. I did not mind it, hut I must admit. it was

different. I found out in a hurry that thi, was a bad group of students and that they would be

tough to handle. I also found out that they LOVED to sing!- [Note: Words represented in

all upper case letters are reproduced as subjects wrote them. Apparently, the students felt

compelled to emphasize those particular words.l

Despite these problems. however, it is important to note that all subjects had positive

comments about their field experiences. Even though some subjects may not have been

equipped to deal with everything that the encountered during their field experiences, their

journal entries indicate that the did value the exposure and that the experiences stimulated a

great deal of thought about important issuesissues that some preservice teachers had not

encountered before these field experiences. "I am glad we discussed teaching subjects that

mav cause controversy in the classroom. There are some things that may offend people at

first. but they still need to he discussed.- "I really think we had a very important discussion

in class today. Whether we like it or not, race is a very big issue in our society. Teachers

have to he very careful not to offend anyone. I know that I will he teaching people of all

races, religions. aud economic backgrounds. .

Journal entries and notes from discussions indicate that both groups were stimulated b

the guest speakers. (Interesting to note that journal entries indicate that the African-American

12



female speaker was generally regarded as a representative of her racedescriptions such as

"African-American- or "Black- figured prominently in preservice teachers' recollections of

her seminar, while the African-American male speaker was regarded as somewhat of a novelty

because of his genderrace was rarely mentioned in journal entries describing his seminar, hut

the fact that this man was an elementar\ music teacher generated much interest: ". . . his

students are lucky to have such a positive male role model.- Ile talked to us aiout being a

male teacher, not only a male teacher, but a male music teacher.- "It does look a little odd

with a man standing up there.- "Kids really love it when a man walks into the classroom.-

Student reactions to their experiences in this music methods course can he compared to

Paine's (1990) levels of orientation tow ard diversity: the individual differences orientation, in

which all students are perceived as having equal opportunities to succeed and problems are

attributed to the individual student: the categorical differences Orh'Ilkaion, in which it is

acknowledged that some differences in student performance ma\ be attributed to student

membership in demographic categories: the conte.ttual differenceA orientation, in which

differences are attributed to contextual factors that are outside the student's control: and the

pedagogical differences orientation in which observed student differences are attributed to

socially constructed differences amona children and the pedagoilical implications of those

differences are acknowledged. At the beginning of the course, most of these preservice

teachers were in an indi\ idual differences orientation, expressina great confidence in their

ahility to be "fair- and to treat all students "equall\ .- and helieving that the classroom is a

"colorblind- place where all children have an equal opportunity to succeed. Thrust into the

ii
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uncomfortable (for most) reality of being a minority teacher. however, forced the preservice

teachers to consider the cultural social factors in operation within the classroom.

Race was one of the main themes that emeraed when subjects shared the:r reasons for

feeling anxious. but it was not the onl factor. Socio-economic status also was perceived as a

harrier to understandimg and effective communication between the preservice teachers and their

students. For example. the two black preserviee teachers in Section A also expressed some

discomfort in their laboratory classroom. This discomfort was not because of racial

differences. hut because of socio-economic and cultural differences: "[the experience] made

me aware of many things that I had no idea about."

Written and oral statements recorded at the end of the course indicated that most

subjects were mo% ing toward a categorical ditteretke orienhifioll. and, in some cases. a more

conte\tual difierenceA orientation was evident. Working within a quarter system. however,

imposed %cry limited time restrictions. When the course ended. most students were just

beginning to reflect on these important issues. Additional follow-up data would help

determine whether these experiences served to stimulate even more sophisticated thinking with

the passage of time.

Special training can enhance knowledge and awareness, hut it is evident that preser%ice

teachers need extensive experiences and guidance to he able to apply what they have learned in

the field. particularly when they are confronted with people and situations that differ from

their ow n experiential framew ork. Certainly. one lesson a week for six weeks does not

constitute a comprehensive. extenske field experience.
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Even with the limitations described above, is apparent that the experiences provided

\ ithin this course served as a catalyst for much disequilibrium among these preservice

teachers, with the strongest reactions observed among subjects in Section A. Results of this

study support previous findings which suggest that preservice teachers are likely to have

unrealistic, idealized views of what teaching will be like. Frank discussion about sensitive

issues provided an impetus for many of the preservice teachers in this study to begin to

examine (and in some cases, reexamine) their views about teaching in a diverse society. The

most profound and thought-provoking component. however, was a laboratory teaching

experience which afforded preservice teachers an opportunity to test their beliefs about.

themselves. Hopefully, as least for some of the subjects. these experiences will mark the

beginning of reflection and ultimate insight about the complex interactions that go on in the

classroom.

As teacher educators our go:ii i to help preservice teachers prepare to he effective

teachers in the'-real world.- ii order to understand which experiences have real impact for

preser\ ice teachers, it is important to trace teacher development over time. More

comprehensive studies which f011ow preservice teachers from their methods courses through

their first few years of teaching are needed to provide insight about the types of activities that

are most effective in preparing teachers for a diverse society.

16
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. Table 1

IV:sponse 'Frequencies for Items 1 25 for Questionnare I (Administered Before Expertences) and Questionnaire II (Administered
After Experiencest

Item
1 'Teaching about customs from cultures other than my o%n.

2 Teaching about religious beliets other than in ov, n.

Dtscussmg contros ersial issues about race relations sknh people
ot,n lace.

4 Discussing coniro% ersial issues about race relations sith people
ot a race different from mine.

5. Teaching a unit on Black History.

6 Teaching children who are not natie speakers of English.

leaching a song in Spanish.

Teaching an African-American spiritual.

') leaching an authentic American Indian song.

reaching a unit on Black Historr to a group of
\frit:an-American students.

Dealing w oh a child sk ho says -:\ ou can t understand int..
be,:ause we .ire not the same race.-

. 2 BeIll',1 licu,ed of ha Ing racial pretudice

:1 DisLiplining children of In o\\ n race.

4 Disciplining children of a race different from mine.

!f, I reanng all children in my class fairl

!h Asking a teacher of a different race for ads ice about how, to
deal sl oh children of her race.

1- In lung a minority person from the communo to be a guest
speaker m m classroom.

: l'alking to parents of tit own race on the phone.

,( Iallsin to parents ot a dit terent race on the phone

21, Visiting parents of in own race in their home.

2 : \ isiting patent, of a WI lerent race in their home

2 2 \\ orking s ith other teachers s hose raLe diners 1 Wm 111111C

2. Working in a school where I am a mmot or

2 1 Selecting appropriate books about people of different raees.

', \\ orl,inv. tol a incipal whose race differs Irom mme

5

I II

4

I I

8 20 21 18

4 3 12 18

13 15 20 23

6 17

17 25 19 13

5 5 19 17

13 16 9

7 22 21 16

12 24 23 12
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Table 2

Paired 'F-Tests Comparmo Item Responses to Questionnaire 1 ith Qliestionnaire 2 for Combined Qroups

= 45

Item N1ean
Questionnaire 2 De\ Std Er

.133
t ValueItem

ltem Mean
Questionnaire 1 DE 2-Tad Prob_.

3.80 4.29
_,$1.ti

.895 3.66 44 .001-

_' 3.16 3.55 1 146 .173 -2.24 43 .031-
3 3.98 4 11 .815 .121 -1.10 44 .278
4 3.49 3.51 1.033 154 - .14 44 .886

5 4.13 4.36 .850 .127 -1.75 44 .086
6 3.55 3.48 .998 .150 .45 43 .653

3.31 3.51 .908 .144 -1.39 44 .173

8 3.57 4.34 .985 .149 -5.20 43 .000
0 4,00 4.31 .900 .134 -2.32 44 .025-
10 3.60 3.98 .869 .130 -2.23 44 .03V
11 3.42 3 49 .915 .136 .49 44 .627

12 2 42 ' 60 1.26'. .18Q .04 44 .352

i 3 4.36 4 4Q .726 .108 -1.23 44 .225

14 4 .31 4.49 -16 .107 -1.66 44 .103

15 4.80 4.82 .452 .00- .33 44 .743

10 3.62 4.18 .06- 144 -3 86 44 .000-
1- 4 58 4.6" .SW I )S') 1.00 44 .323

18 4 64 4.62 452 .06- .33 44 .743

1Q 4.58 4.4" .64" t i'r 1.15 44 256

21) 4 36 4.30 "89 110 5- 43 .570
-,,_ . 4 18 4 00 WO 134 .6() 44 .511
,,
__ 4 "3 4 NJ 505 075 1.-7 44 .t183

21 3.51 3 01 804 .120 03 44 .359

24 4 24 4.36 .850 128 .8- 44 .300
4.40 4.37 .621 .093 .24 44 .811

-sunitiLant at o< .05



Table 3

Paired T Tests Comparing Item Responses to Questionnaire 1 %\ith Questionnaire 2 tor Section A

- 25

Item
Item Ntean
Questionnaire 1

Item Mean
Questionnaire 2 Std Dev Std Er t Value DF 2-Tail Prob.

1 3.7' 4.36 .810 .162 -3.95 24 .001-
, 3.08 3.46 1.313 .268 -1.40 23 .175
: 4.24 4.16 .812 .506 .49 24 .627

4 3.76 3.68 1.222 .244 .33 24 .746

5 4.28 4.40 .927 .185 .65 24 .524

6 3.64 3.28 .907 .181 1.98 24 .059
_

3.36 3.5' 1.068 .214 75 24 .461

8 3.63 4.63 1.022 .209 -4.80 23 .000-
9 4.12 4.36 1.012 .202 -1.19 24 .247

10 3.84 4.24 1 041 208 -1.92 24 .067
11 3 36 3 52 043 .189 .85 24 .405

2.48 1.68 1 414 .283 .71 24 .486

13 4.40 4.44 T90 .158 - .25 24 .802
14 4 31 4 44 "81 .156 .-2- 24 .450

15 4.72 4.76 .530 .108 3- 24 ."14
16 3.56 4.12 1 003 101 2 -0 24 010-
1- 4 56 4.64 -o' .140 24 .5-4
18 4 h8 4.64 455 091 .44 24 .664

19 4.68 4 48 5-7 115 1.'3 24

21! 4 44 4.44 .-64 153 .00 24 1.00

21 4.10 4 16 935 .157 .21 24 .82
,,__ 4 -'6 4.52 h(13 133 1.81 24 083

23 1.68 3.60 0114 .182 44 24 004

2 4 25 4.36 -59 .152 53 24 .603
,s 4 48 4 25 -H- 141 i 41 24 .1.10

-significant at p - 05

2 1
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Table 4

Psured T-Tests Comparing Item Responso to Questionnair I 1uh Que,tionnture 2 for eu_ion

Item SW Do
Item Mean
Questionnaire 1

RCM Mean
Questionnaire 2 Sul Er t Value DI' 2-Tail Prob

I 3.90 4 20 979 .219 -1.37 19 .186

2 3.25 3.65 .940 .210 -1.90 19 .072

3.65 4 05 .754 .610 -2.37 19 .028'-

4 3.15 3.30 .745 .167 .90 19 .379

5 3.95 4.30 .745 .167 -2.10 19 .049'
6 3.42 3.73 1.003 .230 -1.37 18 .187

3.25 3.50 .851 .190 -1.31 19 .204

8 3.50 4.00 .889 .199 -2.52 19 .021 '
9 3.85 4.25 .754 169 -2.37 19 .028'
II) 3.50 3.65 587 131 -1.14 19 267

11 3.50 3.45 .887 198 19 .804

12 2.35 2.50 1.089 .244 .62 19 .545

13 4.30 4.55 .639 143 -1.75 19 .096

14 4.30 4.55 .639 143 .1,75 19 .096

15 4.90 4.90 .324 .073 .00 19 1.00
16 3.70 4.25 945 .211 .2.60 19 .017-
1- 4.60 4.70 44- Dm -1.00 19 .330
IN 4.60 4.60 459 1 t )3 00 19 1.00

19 4.45 4.45 25 .162 00 19 1.00
:11 4 2 6 4.11 814 191 83 18 .420

21 4 15 4.00 8-5 106 19 .453

'' 4 -(1 4 "0 000 111H1 (10 10 1 .00

; 10 3.65 .- .131 -2.6- 10 .015-
4 20 4 35 .0X 221 .68 19 .505

,.. 4 30 4.50 410 00' 2.18 10 .041-

'igniIicant at p


