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whether the variable impulsivity-affects the reading achievement of
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Elementary Metropolitan Reading Test under the Standard Condition

(allowing for .impulsivity). A week later they were retested with Form

G of the same test under the

for impulsivity). This time the subjects were not allowed to answer
until told to do so,
alternative possibilities before -answering. An analysis of the data
indicated students scored significantly higher under the Imposed

Latency -Condition on the Word Knowledge Test, the Reading Test, and
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ABSTRACT .

' problem ) by

Investigators have demonstrated the 1ntra -indivaid-

uwal stability and intef-taskteenerality of the disposition
labeled reflection-impulsivitx. Children who afe impul-~ Q
sive tend to report the first hypothesis that occurs to
them while the'reflective ehild delays before answering, -
considering the alternative solutions to problems with

high response uncertainty. Impulsive responses are often
of poorer quality, and dlsadVantaged chlldren have been

found to be more impulsive.

The main problem was to determine whether the vari--

able impulsivity affects the readlng achievement of disad-

vantaged student° on a group standardlzed réading test.

Procedures
—oUERUrES

In order to determine whether impulsivity.is a

variable to be considered in the reading achievement of ,

disadvantaged students, the study examined the responses

of two testing conditions. & group of 34 third-grade dis-

.advantcged Students (18 girls and 16 boys) were glven the

Elementary Metlopolltan Reading Test under\tne Standard
Condltlon that is- in the manner outlined rn the test
manual. One week later the students were retested with

a compardble form but this time with an Imposed Latency




Condition so as to control for impulsivity. The students
were not allowed to answer until told to do so, and they

were instructed to think over the alternatives before

answering. !

©

Results

A matched pairs t test was performed to determine

~whether any significant differences occurred between the

-

two testing conditions. The data supported the hypothesis’;

impulsivity did hamp;r reading achievement. -
‘ On the Word Knowledge Test, Reading Test, and Total
Test scores-the students scored significantly higher (p <
0.01) under the Imposed.LatenEy Condition where the stu-

dents were forced to” inhibit their impulsivity. There were

no statistically significant sex différences.

>

Conclusion
A modification of the adhinistration of the Ele-
mentary Metropolitan Achievement Reading Test emphasizing
an Imposed Latency Condition dwélling on reflectivity as
compared to the standard administration yielded statisti-
cally significantly higher reading achievement (6 months)

for a group of disadvantaged third-grade students.

3
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CHAPTER I .
‘e M-
INTRODUCTION

R Background of the Problem

The growing body of research evidence shows a lack

of adaquate reading échievehent on -the part of di'sadvan-

P

taged students. Entwisle (1968) states that there are

larée social class diffe%ences_in problem-solving strate-

gies. Differences in the quality of problem solving among

childfen‘have been attributed to adequacy of conceptﬁal

L

skills and mogivétional variables, but Kagan (1966) .con-

tends that other .cognitive processes are part of the

problem-solving activity. One of these processei deals
J

. FEY

* with the degree to which a child reflects over the ade-

»
.

" quacy of selution hypdtheses.

There has been a tendency to overlook the individual
dffferences in the processing of information, differ-
€i.Ces in the aspects of stimuli that are initially.
selected for labelirig and the degree of reflection
attendant upon classification of events or the selec-
tion of solution hypotheses [Kagan, Rosman, Day,
Albert, & Phillips, 1964, p. 17]. '

This paper deals with the variable labeled reflec—

~

tion-impulsivity and its effect on ‘the reading achievement

of disadvantaged students. - The Yelation of reflection-

a

impulsivity. to quality of performance only obtains for

L[4

L 4 AR ]
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problems having response uncertainty, and it has been

shown that impﬁlsive résponses are of poorer quality than

those preceded by longer latencies. This dimension affects

reading performance as when a child réads, he is learning

effective problem-solving strategies. He is confronted

with a discrimination’problem with high resﬁénée uncer-
tainty. For example, the word "donkey" elicits several

’
solution possibilities, and the child may or may not pause
to "consider f&eir differential validity before responding

[Kagan, 1965]."
Investigators have demonstrated the intra-indivig-

ual stability and intertask géneraliig.of this disposition.
N

A child's performance on a visual récognitioh task called

-the Matching Famiiiar Figures Test (MFF) is the primary

Bl

indeX of a child's position on this dimension. The child@ °

is shown a picture€ of a familiar object and six similar

{

variants.' The child must select the_éne variant that is
identical to the standard. The variables scored- are

response time to the child's first answer and the total

S
-

number‘of errors across the l2-item test.’ Impulsive chil-

dren in grades-1-4 were found to have a mean response time

. . < :
between 4 and 10 seconds and 15-20 errors:; while reflec-

.tive children were found to have a mean response time -

. - ' T $ .
between 30 and 40 seconds ‘and 2-6 erPors (Kagan, 1966).

Since this disposition is a basic component of a child's
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behaviorial organization, it is hecessary to understand

the aﬁteCedents'of this disﬁositionq Kagan feels that

a

degree of involvement in tasks, expectation of failure,
as well as constitutional predispcsitions are aly possi-
oirlities to be considered. Since Schwebel (1966, 1970)

has found disadvantaged students to be more impulsive,

thls study investigates some of the problems the dlsad-

v

".vantaged student faces whlch may affedt the reflectlon-

1mpuls1v1ty dimension. Y

: -Statemeut of the Problem ' . f

This study is concerned with the effects of. impul-

s1v1ty€zn reading test scores of dlsadvantaged students.

3

The hypothesis of this study is that 1f one alters the

~administration procedure of the rnadvng test so as ‘to reg-

ulate the 1mpuls1ve response style of disadvantaged chil-

dren, thus allowing them to utilize their intellectual
by

resdurces more fully, thef'will perform above their usual

»

level.
In order to determine whether impulsivity is an

important variable in the reading achievement of disadvan-

taged students,?the study exdmined the responses of two

lteétiné conditions. 2 gfoup of.34’disadvantaged third-

grade {tudents were given the Reading Test from the Ele-

~

mentary Battery Jf Metropolitan Achievemeént Tests under

the Standarg Condition. In another session the same
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students were administered a, dlfferent form of the same

5 = ’ reading test, but this time with an Imposed Latency Condi-

T . .

. Fion'where the students were encouraged to think before

they ans*ered. The study determined whether there is a

T difiérence‘xl cesc scores when the child is given tlme to

» ‘ >

(3

- creflecr o wer a;cersatxvn nypotheses.

P 3
i - N

<

> - N B

<

o " Definition of Terps .
PR S L. . L. T .
. . ' stadvantaqecs, Children from the lower socio~-
.. T % -
L3 . . ) . . . . .
n., fconomic sirata who lite in impoyérished social and eco-

-

>

nomic conditions 'in the city, In this study the disadvan-

< taged, wxll pefer to"students who ate entltled to receive’

tn .
e

. . Title I bane

ts in the New Brunsw1ck school system.

Reflection. - The con51deratlon of alternative
st AOn

™

X »f“,BOYBtLOﬂ hvpotheses whén many alternatlves are avallable

simu'taneoasly~ Reflection does not, refer to delay that

-

) is the, reftlt.ok tlﬂldlty, fear of fallure, or inability

. to ge.;rate any solution. ’
o, Impulsivity. Selecting and reporting of solution
[ . . ) .
.. hypotheses quickly with minimal consideratioi for their

probable accuracdy.

- - . Standard condition. Administration of a test in

the manner outiined by the test authors in the test manual.

P " Imposed latency condition. Administration of a

t in witich a student is not permitted to answer each
s 2,

©w
.

auestion until he is instructed to do so by the testeg.

.
2
v

Aruntoxt provided by Eic .




In this condition the student is encouraged to think about

the alternative hypotheses before answering.
A

Limitations of the Study

1}

Before drawing any conclusions from this study,
certain limitations should be considered: .

1. A disadvantaged popuiation'samp;e was given a
"middle class" reading test, and this may affect the
validity of ‘the test for this populatiog}sample. o

2. The testing 1nstrument“ the 1ementary Reading
Test of the Metropolltan Achlevement Tes s,ﬂls a group
reading test, and thus the results must be viewed with
caution. A group test is not as rellable as an 1nd1v1d- —
ual readlng test.

3. This study is concerned with students of low
socioeconomic status as assessed By Title I elfgibility
in New Brunswick. The eligibility determination for Title .
I students varies from school district to:schdol\district.
A student might be considered disadvantaged in one school
district but not in another, ' i , .

4. The sample population of the study is small and

*

. i, 2
drawn from students in one elementary schéol. -

Importance of the Study

This study extends the prev1ous research done on

the 1mpuls1v1ty—reflect~on dimension. , Research has shown




~

that children have a conceptual tempo, and this response
style has shown intra-individual ‘stability over time ang

across tasks. Schwebel (1966) found that lower-class

< o

children (ages 9-12 years) are more impulsive, and thus

their responses are of poorer quality than middle-class

3

children when compared on four standard verbal tasks.

Thispresent study prowvides further dataon the effects
S o A

A

of impulsivity on the-performance of\verbal tasks in

lqﬁer-class children.

+-

-

Overview of the. Stud

Chapter II surveys the literaturg in two sections.
The first part describes some of the variables affecting

the impulsivity-reflection dimension among dji

students, and the second part reviews representati

ies dealing with impulsivity and school achievement.

El

Chapter III describes. the Procedures including

<

criteria for selection of the subjects, éegts, and the

o

statistical design. g

Chapter IV presents the data and a discussion of

2

the findings.

-

Chapter V summar,izes the findings, draws conclu-

sions, and makes suggestions for further research in the

-

area of impulsivity and reading,
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CHAPTER II

REVIEW OF THE LITERA’TpRE- .

-

For convenience,_ the review of tne literature is
organized into two major areas. The first area concerns
background factors affecting the impulsive attltude among
disadvantaged students. The second major area deals W1th
empirical studies assessing impulsivity as a variable in ¢

" school achievement. More- specifically, the first area is
divided into five sectionséincluﬁang (1) values, (2) moti-
vation, (3) restrrcteq experiences, (4) language facility,

e, (5) self-image.. The second area deals only with empirical

studies on impulsivity. . ‘

3 Background Factors

o

Values N : )
A major problem the disadvantaged student facee
when he comes to school is one of values and goals that
are markedly different from the prevailing middle4classﬁ .
values. The school is permeated with middle-class values
and the lower-class child often finds himself in a strange
and hostile environment "The more constrlcted an indi-

vidual's soc1al frame of reference and the greater its

) distance from the cultural mainstream, the less meaningful




Y.

—~

and the less effective are the dominant cultural values

that impinge on him in the schodls apd'other social insti- ~-

tutions |Deutsch, 1960, p. 3]."

. The lower-class cultﬁre emphasizes a differeﬂt set
of focal concerns that are often in conflict with the ndrms
uof the school. Tﬂese include: staying out of trouble,
toughness, smartness, excitement, fate, and autonomy
(Kvaraceus, 1966)% The sch;ol norms, qnﬂthe other hand,
reflect thé'Erotestant ethic. Ambition, resourcefulness,
self-~ ~reliance, individual respons1b111ty, cultlvatlon of o
skills, subordlnatlon of immediate satlsfactxons in th; o
interest of long- range goals, rationality, manners, and
control of physical aggression are highlx pfized attri-
butes. The aSility to conform to these norms is not a
simple effort of will. Conformity comes easily when the
child has 1nternallzed these norms because he has grown
up in a home whlch has emphasized them (Cohen, 1955)

Middle-class socialization is conscious, rational,
delibérite, and demanding. Little is left to chandé and
jhst growing. Middle-class parents are‘anxious about
their chila's achievement and this anxiety is communicated
to the child. The child is aware of vnat his parents want \
him to be and to become, and he is powerfuliy motivated to

conform to these parental expectations. The child comes

from a home where he is rewarded for finishing a task and




N

o -

o is encouraged by his parents. He is motivated from within

. o and has acquired the ambition and.desire to learn (Klaus &

——— ~— ’

»2

. Gray; 1965~ - - ‘ ’
"Lower-class. soc1allzatlon is relatively easygoing.

, The child's activities are governed by his own personal ’

(Y

inclinations, his parents' convenience, and unpremeditated = = T —t
impulses, and by requirements of the household. They are
less likely to be governed‘by exacting specifications of

effort and’achievement which are regarded as good in them-~ e

selves, and they are not taught to forego immediate grati-

.- . fication for .@ potential future gain. Thus, they do not

———

learn to understand and accept scheduling and time and

order; and the reduced physical activity and the demands

) for,long Spans of attention in the scheol pué them at a
disadvant;ge 1dohen, 1955): "As the child interacts with )
members(of His family group, he internalizes the expecta-
tions of these important people and their values become
his‘[Smith; 1967, p. 179]1." School becomes an expegience
for many of the disadvantaged which is discontinuous with
the values, preparation, and ekperiences ‘they receive from
théir home and community‘(Dedtsch, 1960). These factors
may have a definite influence on the child's tendency
towards impulsivity. Kagah (1966) states that impulsive

children make more errors because they do not take time

4
to pause to evaluate the guality of their inferences.

-
- 1
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They report the first teasonable, idea that occurs to them

often becadse they have difficulty placing effective inhi-
/
bitions on their tendency towards action. They find it

hard to block the urge to blurt out™an answer even thehgh

.

they are not sure it is correct. The impulsive child is®
more controlled by the positive value of éufck succéss

rather than by. the anx1ety generated by the poss1b111ty

of commlttlng an error
Motivation

Al.m¢, with the problem of differing normative sys-
tems comes the problem of motivation. For many disadvan-

-

taged chlldren coming from homes struggllng to ma ihtain a

-

3

minimum level of subsidence, tpe goal of education must
seem remote (Block & Neiéerhoffer, 1958). The basic needs
of a child must be satisfied before he can perform higher
level functions. A deficiency in basid needsvinfluences
motivation and learping. " With the energy and attention of
the child being drrected to immediate needs, there is a
low level of enéyrance for the demanding task of learning,
ang the satisfaétion of immegiate goals ?ecomes far more
central in his conception of things (ﬁloom, Allison, &

Hess, 1965). The educational system is an effective

agency in teaching’ good work hablts to middle-class

chlldren but it fails t8 motivate the disadvantaged ¢

as schools and society lack real rewards. The slum

“
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. . J
child iswfrustrated by th° school's demands and lack of

rewards and sees little relevance in scheol learning for

the realities he perceives (Cloward & Ohlln, 1960). Kagan

&

7
2

et al. (i964) state that a high degree of involvement in

o

A

the task-influences the reflection dimension. A child who
is motivated and who has high standards of’performance
should be more likely to reflect on alternatlve hypotheses

-

than the child who cares less about the guality of his
product. . : . !

One strong influence on a child's level of aspira-
tion is the level of expectations which he percelves
others hold.for his behévior. Becker (1951). in his study
of teachers in Chicago found that teacKers look with. favor
on the quiet, eooperative! well-behaVed child who makes
their job easier. They deecribed‘the lower-class child as
most difficult to control and reach as he was given to
unrestrained, restless, impulsive behavior. Many of the
teachers felt che lower-class etudents lacked interest in
school and had-different learning abilities. The teachers
felt successful with the middle- end.upper-claSS'children
and felt failure with the disadvantaged. Thus the teach-
ers expect 1ees of the disadvantaged student, and the
Froblem is aggravated in each grade ae the gap between
what the student should know and what he actually knows

.

becomes wider and wider.
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Restricted Experience : . I

The disadVaﬁtageayétudent comes to school with a
restricted backgréund of experiences and concepts-which

make the middle-class curriculum unrealistic. He usually

- v

has not traveled beyond the small radius of his neiéhbor-
" “hood. since his parents have the same experiential pov-

erty, the child has no guidance in the perception of %hings ’

he has experienced. £ t

It is possible to have experience but for this experi-
ence to yield very little in terms .of a, significant
body of meaning or concepts. Mere sensory contact is
rarely enough. Rather, this contact must be accompa- . .
nied by a kind of directed perception which will bpe

consumated in the formation of meaningful concepts

[E@wards, 1965, p. 546].

Th? disadvantaged chilq meets limited Qariability

in the kinds of problems he meets and’has little opportu- ¢
nity for his cognitive powers to be stimulated. He does
not come from a hoﬁe where he is asked questions and is
challenged to égplore his envirecnment (Dale, 1965). Bee :
(1969) found that a middlé-class mother allows her child .
to.work at his ;wn pace while éhe offers suggestions on 7 g
how to search for solutions, thus helping the child to - |
become a successful prpblem~soiver. The middle-class -
mother tells the child what he is doing that is correct
and gives more accurate answers. The lower-class mother;

" " on the other hané, often makes mofé disapproving comments B
and more highly specific suggestions which do not help to

s \
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3 5
develop basic problem-solving~techhiques.‘ A lower-class
child is usually,éold ;o do something without being shown
.the cause-and-effect rel?tionship. There is often a scar-
city of objects including books, toys, puzzles, and the
like. . The preéence of %Hesé objeéts incféasesrthé child'sr'
familiarity with the tools he will use in school (Deutsch,
1960). Milner (1951), in her‘study of first-grade chil-
dren, found that children of high reading ;bility cane
from a higher family social status. 'These children had a
richer verbal family environment and had more opportunity
for emotionally positive interaction with their parénts.
They had more books available to them and were read to by
éersonally.important adults more than-the lower-class
children. Mealtihe for the higher~class children sérved'
as a focus fér positive family interacgion high in verbal
content. The iower—class children's mothers discouraged
or prohibited dhildren's chatter, and the:;hildreh had
limited opportunity to interact Verbally with adults.

Hess and Shipman (1965) found that lower-class mothers
do not permit their cﬁildren enough time to formulate
alternative hypotheses. Entwisle (1968) states that in
reading a child is learning to decode message<, and he
must make use of many kinds of cues, and thus he must be

able to formulate and test hypoiheseé about the messages.

At least when the child is cognitively attuned to
uncertainty, he comes with the expectation that
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. alternative behaviors are "good" and not "wrong If
-he has been encouraged to explore his environment, he
may search all over the page or mentally generate and
reject possibilities to "explain" the written symbols "
[Entwisle, 1968, p. 38]. .

- Language Faeility - -

-

_ Wakefield (1969) feels that "oral ‘language patterns
of the low-socioeconomic Negro; Spanish surname and Anglo
children are\thought to be sufficiently different from the
middle class American children to cause difficulty in the
learning process [p. 622]." The child's verbal development
is laid in the general cultural level of his home through

-

the language patterns of his’ parents and associates. The

a

langgage problem thwarts attainment of even minimal aca-
demic goals \\The standard English usage of the teachers
and the textbooks is an alien tonque. These children are
exposed to & different dialect of Engllsh and thus to a .
different system of speech sounds and really must almost
learn a second language. T

On the other hand, the middle-class child is iised
to the language of the textbook (Newton,, 1962): He learns
to use ianguage to fix aspects§¢f the 'world in his memory;
he is encouraged to think about similaritieg, differences,
and‘relationships in the envirdnnent. His instruction is
often individual and‘his parents motivate, reward, and.
reinforce the desired responses. The middle-class child

/
~"learns to learn" very early (Bloom et al., 1965).
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The disadvangaged child often lives in an extended

-~

<

family where the living -conditions are characterized by .
overcrowdiﬁg ;n_sgﬁséandard quartepe.. Strom (1965) feels
that there a;e“certain psycholodical consequences waich

- often result from crowded living conditions. Persistent -
erowding from early life adversely affects self-suffi;

o . ciency, ability to be alone, and sense of individuality.

A child having been denied privacy and the debelopment of .

" an interest in solitary pursuits cannot be expected to
engage easily .in the kinds of study habits required for
school. i.

Another prpbleh resulting from overcrowding is
"méntal strain." The slum child‘always being around peo-
ple Aas to guard constantly his staéus preserving wall.
Often in'school he is tired and preoccgbied by autistic
thinking as an attempt to shut out thé external world.

- .

“"Crowding also hinders the dévelopment of decision-making  .:
A .

r actiQ%tieS.. Choice is seldom almajq; determinant in slum
li¥ing, but rather circumstance ie often the deciding fac-
tor. With lack of money, skills, and attitudes necessary

N to register change, the disadvantaged child often feels \e
is driven by fatel With few alternatives for action at

home, the child finds it difficult to undertake’any delib-
erative or decision-making tasks in the class, The moti- ) . -

~

vation to inquire or to demonstrate curiosity is retarded

by experiences in the home.
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Self—Image v . . . . ‘. *

Deutsch (1965) d&id a four—year study on- verbal
behavior with 292 children asnd found that lower~ class
children are'subject to a "cumulative def1c1t phenomenun"
whith tares place’ between the f'rst and flfth grades.

This def1c1t becomes more marked as the Chlld progresses
through school, and thus it is not surprrs1ng to find many

- -

disadvantaged children making poor adjuétments in school

and deﬁeloping hegative Self=5ystems. Enterlng the school

* poorly- prepared to meet the demands of both the learnlng
process)and the behaviotral requirements of the oclassroom,
initial failures are almost inevitable and the school -

experlence becomes negatlvely rether than p051t1vely rein-
forced (Deutsch 1964). Neugarten (1946) ,-in‘a study of
Hometown, found that the lower-class ¢hild has the reputa—
tion -of"being poorly dressed, unpopular, of not.liking
schoolA and of being bad mannered. warner (1949{ found
that taking children ‘of all classes with equal intellec~
tual-ability, & large percentage of those from the lower

class would drop out of school before the sophomoere year.

As ‘his 1ncreas1ng failure becomes apparent to the Chlld,

-

he beccmes more and more alienated from the school program.

Schwebel and Bernstein (1970) feel that . in order

for .a chlld to perform a particular behav1or he must have

the abpropriate cognitive skills as well,as a healthy

. : [N
7 “

»
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: self-attitude. The lower-class child experiencing fre-

quent failure in his transactions with his school environ-
- . &

- -

ment develcps a négative self-attitude, and this often

leads himxto evolve an adaptively defensive stance. Thus,
~ the child with a history of failure responds ihpulsively;-f
ne attempts to answer withouk pausing to devote sufficient
g&mé to think. They state that impufsivg responding.rs
defensive "because the disépp01dtment of erring s%ould be -
less éigturbing to one who has c;mmitted only minimal
effort tOWards succeeding [p. 630)." }mpulsive responding
i . is adaptive because tt. helps lessen anxiety, Put it is

maladaﬁtive because it'intérferes with effectibé'prbplem

- solving. The iﬁﬁalsixe child iﬁpleménting the f1r§t ;dea
that occurs to him isAmpre likely to énd. up 1n_failuré .
which regulfu in anxiety.

As a result of the increased anxiety his selection
and evaluation of a second solution path is apt to be
impaired, and the probability of success attenuated. -
This maladaptive cycle may become entrenched with time
and. after 5 years of experiencing the sequence: prob-
lem -+ impulsive selection of invalid solution sequence
> failure = anxiety.+ selection of second s=quence

< + « *> failure [ . ., etc., the child may gradually «
Withdraw involvement from problem situations and
become apathetic or: hostile toward intellectyal sit-
uations [Kagan et al., 1964, p. .35]).

' The preceding dealt with some of the factors that
ﬁay account for this tenégﬁcy towards impulsivity found 1in
o . .
. many disadvantaged students. Entwisle (1968) states:

' . Taking this evidence .altogeth®r what one sees is
greater cognitive flexibility in the middle class

"
-
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trates on details when nhecessary, but
tries and retries solutions until a satisfactory “and

o

. integrative solution is found. This is exactly what
. . Yeading requires tp. 401. :

2

. Following,will be a discussion of some of the actual stud-

~

« &

res dealing w.oth “the veflection-impulsivity dimension.

Reflection-Impulsivity Studies

?

. ) 'Kégaﬁ, mﬁss, and Sigel i1963), in their investiga- { v

-tions with children in grades 1-4, found that some cHil-

-+

: dren show a preference

i

for analytic conceptual groupings.

-

An apalytic concegt is based upon shared similarity in a

. particular objghtive component among a set of stimuli such

. @8 animals with one ear or people with hats on. The Con-
-~ 0

ceptual Styie Test (CST) was used to measure this prefer-

; ence for analytic conceptualizations. The test consisted

~

of 30 cards each with ‘three drawings of familiar objects, ° /

« and the child had to pick out the two pictures that went

e

ogather in some wav and to state the basis for the group- v

- . ‘
iny. Results showed the consistency of an analytic atti- A
tude across situations,; and results also revealed two more

fundamental cognitive dispositions are the primary deter- - ‘”

minants of the production of analytic concepts. These are

the tendency to reflect over alternative solutions in which
.. . )
*several response alternatives are available and the ten- o
dency to analyze visual arrays into their component parts.

Further corroboration of these two tendencies was




a
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alse found in eight separate studies (Kagan, Rosman, Day,

Albert, & Phillips, 1964). The first study on first- and

second-grade boys found that an analytic attltude appears

1

in a varlety of tasks with widely dlfferent 1ntellectual'

o

requlrements 1nclud1ng‘artlculatlon of ink blots, Picture
Arrangement subtest of 'WISC, and HFT performanceu* They
also concluded that analytic concepts are independent of
vocabulary and are produced following reflection over
alternative responses. Evidence for thlS was supported

by reactlon times to analytic concepts Wthh were notlce-

ably longer ‘than response times to other classes of con-=

cepts. The mean reaction times were 5.8 seconds for boys® .

-

and 6.9 seconds for girls. The reaction times for rela-
tional conceptsz the most frequent response category, were -
3 9 seconds for boys and 4. 6 seconds for girls. This dlf-
ference in reactlon times to analytic versus relatlonal
responses was statistically significant.

In 'the second study, second-grade children were
assigned to. one of-two experlmental groups, and they were
administered -the CST, Hidden Flgures'@est (HFT), and the
Design Recall Test (DRT). 1In the DRT, a geometric design
was presented for study, removed for 15 seconds, and then
presented along with the variants and the standard. The

suhjects had to select the Correct design. One group was

instructed to respond quickly while the other group was




~~dren were administered the CST;. DRT, and several related

tests and then were retested nine ‘weeks later. These )

Rd

N l
- . .t

instructed to respond slowly and to reflect upon their

answers. As was predicted, the children in the slow \\

- /
ipstruction group produced more analytic.concepts on the /

CST and made fewer eérrors on the DRT and the HFT. There4

fore, experlmental manlpulation of<the tendency to reflect

upon alternatlve solutlons does affect analytlc concepts

-

.1
and perceptual—recognltlon errors, K

s In the third study, second~ and tHird-grade.chil- -7 -

(2N

children showed a stable tendency toward delay versus
impulsivity in ‘reporting solution'hypotheses,'and this ten- ' ’ ]
dency was consistentlyfrelatedsto low versus high érror
scores on DRT. In tneAﬂD,raw-a-Face Test (DAF), it was

found that there was no relatlonshlp between the number of

face parts drawn and I0Q, and the . number of face parts drawn

was related to long response times on CST. The child who

reflects is apt to 1nclude more face parts than the child

who 1mpuls1vely draws what first occurs to him and fails

to reflect on the completeness of hlS product. ~"Differ-

ences in' cognitive ploducts should not always be attrib-

uted to di fferentlal knowledge

but may be a consequence

of dlfferences in. the maturity of the xeSponse systems the ‘

child uses to communicate . . . [Kagan et al., l964,

p. 18].
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In the fourth study, visual anaiysis again was a

determinant of analytic groupings. A sample of 57 fourth-

- grade boys were administered the GST and a measure of vis-,

uval analysis. There was a positive correlation between
analytic coeceﬁis and the tendency to analyze the geometric
stimuli into distinctiVeuffgura} and background éomﬁoﬁents.l
In study five, the third- and feur?h—grade sub-
jects from s@udy three were administered new tests of vis-
ual analysis and-reflection-impulsivity, and the scores
were correlated with the earlier measures of reflection-
impulsivity, Instead of using the DRT, a new task.of

reflection, the Matching Familiar Figures (MFF), was used.

"In-the MFF, the stimuli wera familiar objects (boat, tele-

phone) instead of geometric designs, and the MFF did not

2

. require memory as did the DRT.. The stcndard and variants

were presented simultaneously, and the subject had to

seiect the variant that was identical to the standard.

Response times and error scores on the DRT task were

related to response time and errors on MFF one year later.
Study six assessed what effect impersonal versus
reassuging testing éonditions would have on the reflection-
impulsivity dimension among third-grade children. There
was no consistent difference in errors Oor response time on

three different tasks between the students examined under

cold versus warm testing conditions. However, there was
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marked intra-individual consistency in response time and
errors across the three tasks Supportiqg the concept of
conceptual temﬁo.

In study seven, 34 boygﬂénd 22 girls from the Fels
.Research Institute were administereq a battery of tests
and ,the negative relation between analytic concepts and

K]

impulsive responding was again supported.
. In study eigﬁt, daté‘were obtained on the relation
between distractability or restlessness and conceptual
impulsivity. In the first study, each child was observed
in his classroom. The ratio of task atteﬁtion to dis-
tfactability discriminated the impulsive- and non-impulsive
children. The impulsive students gften displayed momen-
tary lapses of attention when working at school tasks.

The reflective children showed less distraétability during
conceptual tasks and seemed capable of greater concentra-
.tion. When observing the free-play behavior on the play-
ground, the investigators found impulsive boys to have
more frequent gross motor activity. From study seven, 27
of the 34 Fels boys had been observeduextenéively from
birth to age eight. Boys who scored ﬂigﬁ on analytic con-
cepts had less spontaneous gross motor behavior during
ages four through eight, énd were also involved in soli-

tary task-oriented behavior during both .ages 0-4 years and

4-8 years. The fact that ratings of solitary involvement

had
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in tasks during the first four years of life predicted
analytic concepts feur years later suggests that many of
the critical antecedents are present early in-development.
Thus, the link between behav1or durlng the first flve
fears and an'analytical attltude in school suggests that
the early learning and environment of the disadvantaged

child nay play a role in this reflective-impulsive dimen-

_After Kagan conalstently found high negative coxr-

sion.

relations between response latency and frequency of recog-
nition errors in discrimination tasks that use éither geo-
metric designs or familiar objects, he then assessed the
validity of the hypothesis that reflective ghildren would
commit fewer word recognition errors. The pﬁrpose of this
study CKaéan, 1965) was to determine if measures Qf/fefiec-
tion-impulsivity obtained in first grade would be prognos-
tic of reading perfotmanée one year later. Indexes of
reflection-ihpulsivity including the Design Recall Test
(DRT), Haptic Visual Matching (HVM), and the Matching
Familiar Figures (MFF), as well as a letter-recognition
and word-recognition test were administered to 65 boys and
65 girls in first grade. Children who displayed long
decision times and low error scores on the MFF were most

accurate in recognition of words. The relation between

. . . -
fast decision times and reading errors was better for
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high-verbal than for low-terbal students as the low-verbai
students had acqu1red mlnlmal reading skllls With the
low-verbal students, lack‘of a basic ability to read ragher
than a preferred conceptpal Strategy was the main determi-
nant of reading errors. "Response uncertainty is minimal '
when no solution hypotheses are elicited, and under these
conditions reflection is no advantage [Kagan, 1965,
. P. 66]." The students were seen in the spring‘of.their
second year in school. They were again’administered the .
MFF and each student was admlnlstered four paragraphs to ~
read aloud. Ten types of errors were recorded. Partial-
identity errors, meaningful and nhon-meaningful substitu-
.tions, and suffix errors were regarded as impulsive errors;
as 1n each the child has an hypothesls about the word but
offers an 1ncorrect response. These error scores, along
with the total error score, were correlated with the
indexes of reflection-impulsivity gathered in. first grade.‘
The results Showed that &hildren classified as imbulsive
in fifst grade-had the highest reading error seores at the
end;df second dgrade. Kagan states that it is not clear
why MFF errors were a better predictor of reading perfor-
mance among girls and the' MFF response tlme was a better
predlctor among boys. This" study also found a very high

relationship between the number of head-eye fixations of

. the standard and the mean response time. This indicates
]
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that‘students'with long response ‘latencies are "actively
considering ‘alternative ansﬁers'dﬁfing the delay period
.and are not megely paralyzeéd in their seats [Kagan, 1965
p. 625]." Kagan strongly suggests that the child's ten-
dency to make fast dedisions in problems with response
. uncertainty is one determlnant of the quality of readlng
performance. "It is posslble that therapeutic procedures
designed to extinguish the child's tendency to report
hypotheses 1mpulslvely should improve readlng performance
[p._ 627]. ' '
Kagan, Pearson, and Welch (1966) did a study with
first-grade chlldren (79 boys and 76 girls) to assess \
reflectlon-lmpulstyity and performance on three inductive
reasoning tests. Indexes of 1mpuls1v1ty included the MFF
and the HVM tests. The three reasoning tests were the
Picture Completion Reasoning Test, the Extrépoiation Rea-
.soning Test, and the Guess1ng Objects Test. The vocabu-
lary and 1nf0rmatlon scale of the WISC were administered,
and the child was also asked to evaluate his performance
of the tests. Results showed that there was good general-
ity for ‘both résponse time and errors across the MFF, HVM,
ane the reasoning tests with higher consistency among
girls than boys. These sex éifferenCes show that girls
display greater ;ntertask consistency for the re;iective—

impulsive ‘attitude. Errors on the MFF were negatively
» ,”
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! .
correlated with WISC verbal-scale scores but response

time to MFF was independent of verbal ability. The rela-
tion between reflection and accurate performance on the
‘inductive reasoning tests held even when verbal ability
was statistically controlled, 1In the self-evaluation,
decision time was longer for reflective children. This
has implications for investigators who use self-rating
information in personality research. Since reflective
' children take longeL to decide about self-evaluatlve
statements their self- descrlptlons may be more accurate
The data on head-eye fixations showed a very high relatlon
between the number of rixations and response time prior to
the first solution hypothesis. The coefficients were .81
for boys and .96 for girls. Also, those who made many
fixations prlor to the first hypothesis also made more
flxatlons between their first and second. hypotheses. The
length cf time the child studied the six variants was
highly correlated with the total number of flxatlons prlor
to the first hypothesis and with a reflective attltude.
Thus, reflective children made more flxatlons of the stan-

dard .and also spent more time studying the six variants.

All phases of stimmlus processlng were faster for the

1mpuls1ve children.

Kagan, in another study (1966) , investigated the

relation between impulsivity and errors of commission on a
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serial learning task. ﬁe also tested the hypothesis that
there would be greater deterioration in serial learning
-¢B$mrformance for reflective children due to a éommuniéation

that suggested the stroné possibility of future failure.
Third-grade children (136 boys and 107 girls) were classi-
fiea as either reflective or impulsive and were adminis-
tered a serial learning task under three different condi-
tions. The subjects heard each list on a tape recorder
énd then had to recall the words-.from memory. anh list

. contained.six words that Sélonged to a conceptual category
and six words that were conceptually unrelated. After
administration of. t&o lists, the first group (rejection S
group) was told that their pefformance was poor, the sec- ' >
ond group (threat grbup) was told that the next lists were

[y

difficult, and the contyols were given no special. instruc-

-~ 1

tions. The relationship between recall of concept and

non-céncept wérds in the first two lists was high for )
réflectives'and‘low for impulsiﬁe children. There waq'a

negatﬁve relationship betWegp recall and intrusion errors

--the higher the Eecall-score, the lower the'numbér of

. , - 3
» intrusions. Impulsive children had more intrusion errors

than reflectives on all four tests and did rot recall as
many words.- Kagan did find some support,, though not sta-

tistically significarit, for the idea that reflective chil-

dren were more influenced by the instruction that suggested
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the possibility of future‘failure. Reflective children
following threat showed the largest increase in intrusion
efrors while reflectives in the control group produced the
smallest increase in intrusions, Reflective boys under
threat recalled 4.9 fewer words on lists three and four
than they did on the first two lists. One possible expla-
naéion for this, Kagan feels, is that impulsives produce
the answe{ quickly for the positive value of quick success

while the reflective child is® anxious about committing an

error. 1If a child's anxiety over error is much stronger

3

than his desi%e for quick success, he will be reflective.
Thus, a situation that creates anticipation of failure
might lead to greater anxiety and greater task disruption
in reflective children. Kagan is clear to differentiate
anxiety overbfailure as discussed above from expectation
of failure which is very often' the disadvantaged child's
position, "A child who has been exposed to chronic fail-
‘ure may enter into a problem situation with a strong
anticipation of failure but minimal anxiety [Kagan, 1966,
p. 19]." They do not’expect to perform Qith competence
and have learned to accept this state of affairs.
Schwebel (1966) explored the social class differ-
ences in lagguage ability in four standard verbal tasks,

and he found that these differences in part are a result

of the greater tendency towards impulsivity in lower-class
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(LC) subjects. The subjects were 15 lower-class and 15

mlddle class caucasian males (ages 9-12 years) The firstﬁ

task, the Plcture Description task (PD), was divided into

a free latency and forced latency subtask, 'Therdescrip-

tions ‘were rateé cistinct Oor nondistinct (the examiner

could not identify the referent). On the free latency

pictures the LC subjects made 1.40 nondlstlnct responses,

but they made only 0.33 on the forced latency subtask

- ' thus demonstrating a significant improvement. On the

second task, Events of the Day (ED), the subjects were
asked to think during 'a forced latency period of ten
seconds, ‘and then they had to report thelr activities o . o
of the day: Mlddle-class,boys reported their day's hap-
penings in significantly fhller detail. The third task,
Sentence Construction {SC) , was divided into a free and
forced latency subtask; Each contained groups of three
words'and the subjects 'were to 1ncorporate the -three ’
words into a sentence. The middle-class -fMC) “subjects

~

used significantlyrlonger sentences, Inothﬁ,free latency
task, the mean latency for the LC subject was éwS‘fn con-
’trast to the signjificantly higher 7.5 of the MC subijects.
The LC subjects made significantly more mistakes, but on
the forced latency subtask, they made significant improve-

ment in sentence quality. 1In the fourth task, Grouping

of Objects, the subjects were asked to sort twe groups of

-
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objects, and the LC sub jects completed the ass1gnment in
s1gn1f1cantly shorter time and, used less categorical
Vet

—

groupings.
C . . . Thus, the results of thrs study showed that\LC‘
. subjects were not only handlcapped by 1nadequately devel-
oped vocabularies but were also hampered by their impul-

s1v1ty. "Apparent%y much‘that.has been attributed to )
'just'class dirferences' in the past can be explarned in
’ . ' terms- of dlfferences ‘in. this’ varlable [Schwebel, 1966,
. ' ' . P. 18].“ The LC subjects responded significantly'faster,
and while the MC subjects showed no difference'in-per—

.

formance of the free and,forced latency subtasks, the LC
. . ) . subjects weére :more- successful on tﬂe forced Iatency sub-
-tasks where their performance was almost comparable to
that of the MC subjects. Schwebel described the LC sub-
jects as béing anXlous to get started almost before the “ -
1nstructlons were completed. Many did not listen to r,\
f . ,: directions, and on the free lateocy tasks, they begaw

ut pausing to think.

-
»

Palkes, Stewart, and Kahana (1568) did a study

. with hyperact1ve children of normal 1nte111gence with a
mean age of 9 years 3. months to see’if tralnlng in self- -
directed verbal commands woulid help 1mprove performance.
They hypothesxzed that trainming 1n the use of self~

directed verbal commands-wourd 51gnificantly decrease

* ’ v d -t } . -
: = Al - *
Em e . i Y - :
Pruiext provd c * ) R .
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: 1mpu151ve behavior durlng performance of a task. The

Porteus Maze Test was selected as Porteus and others have
found that 'maze tests can be used to demonstrate a sub-
ject's impulsiveness and distractability. The ‘Porteus

Maze Teet quotient score (TQf is an estimate of general .
inEeIliéence and the gnalitative score (Q) based upon
errors distinguishes between groués differing in impul-
siveness. Ten subjects were in the Qerbal training group
(VT) and ten wére in the control or no training group (NT).

The Porteus Maze Test Revision Series was administered

initially as a pretest measure of impulsivity. Following

the pretest, each subject was presented with a series of

tasks which included the Matching Familiar Fiéures Testi
Embedded Figures Test, and Trail.Making Test. The sub-

jects in the vT group were required‘to verbalize a set of
N 3

seif-directed commands before .responding to a task or sub-
part of any task. The subjects in the NT group did the
same tasks without the verbalization of the self-directed

. . .
commands. After this training, the Porteus Maze Extension C .

Series-was administered to each subject. There was no

“

significant differences in TQ or Q scores between the VT

*

and NT groups on pretest measures, but the VT grdub cbtained

A

a mean posttest TQ score of 119,while the NT group obtained - -

a mean scgore of 99, .Thus, tpe use of self-directed verbal

command training was effective in increasing the overall

Y

%
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,%% . performénce. Comparison of pre- and posttraining perfor--
l%}i‘ mance for the VT group showed significant improvement in
%%% performance while the NT group did not show a change. The |
gé ) v éosttraining mean Q score was 38.4 while the NT score X
ﬁfg ‘;//// was 77.0. This difference demonstrates that instrucéion
ggf in self-directed verbal commands did reduce the number of
%? . ’ qualilative errors. The "slapdash quality of performance
3% ’ ’ “demonstrated by both groups. on pretesting was significantly
é% - altered for the sel%—@irecteé command group after training
é?’ [Palkes et al., p. 825]." ’
ﬁ ‘ Schwebel and Bernstein (1970) did a study to test
,ﬁ ‘ the effects of impulsivity on the performance of lower-
'ég’ : . Class children ¢a four WISC Subtests. The General Compre-
éé hension and Similarities subtests from the Verbal Sc;le )
£ 1) %
;ﬁ and the’'Block Designs and Mazes from the Performance Scale
ﬁg of the WISC were administered to 18 lower-class boys rang-
é;“ ing in age from 9 to 14. First each subject was given one ° )
%i ' E subtest‘fxomnthe verbal and one from the performance scale
% in.-the Standard Condition (SC), the one outlined by Wechs-
'%g . lex. Then the subjects were given the other two tests in
%fi the Imposed Latency Condition (ILC), that is, several sec- )
%% . . . onds ha@*té elapse before the subjec?s wer% permitted to
s ' respond. Each subtest was administered to nine subjects o
{f@ S under the SC condition and to nine others under’ the ILC
;ﬂ ’ : condition. Latency periods imposed on the ILC subjeéts
. ‘
X : N
7] q
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were three or more times onger than those the former sub-
jeets had taken ‘themselves. On all the tests except the
Blgpk Design the scores pbtained by the subjects in the
ILC condition were significantly higher. The mean stan-

dard' score made by the subjects under each condition on )

PN

each subtest was extrapblated and corverted to a mean IQ.

¢

;
The mean IQ earned by the subjects on the Similarities

o - subtest was 104 in the ILC, 87 in the SC; on General Com- M

prehension, 116 in the ILC, 90 in the SC; on Block Design,

-

85 in the ILC, 87 in the SC; and in the Mazes 104 in the
. ILC, 82,in-the SC. The ILC did not help the subjectslon

the Block Design as they could not plan a strategy to

solve the entire problem. Strategy had to/be planned 1n e

stages and changed as the blocks were manlpulated and

design construction progressed, and thus Schwebel and

Bernstein feel that trial and error may be an effective

- >

3

problem-solving strategy here. 1In the SC the subjects

. seeméd to report one of the first reSponses which came v
to mind while in the ILC the subjects used the imnosed .
latency time to eyaluate potential hypotheses and care-
fully formulated their responses. Thur,, impulsiveness

can siénificantly affect performance on intelligence tests.

8
»

‘Summary vos

sThe significance of a-conceptual tempo variable
v \ /

for cognitive products has been demonstrated in the

v \

e e < — —
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literature. A series of investigations have shown the
stability and intertask generality of a tendency toward
fast or slow decision. times to problems-with high response
uncertainty. A rglationship between respénse latency and
quality of performance was shown in tasks requiring. vis-
ual recognition and aﬁalyticxconcepts, reading recognition
ability, inductiye reasoning, verbal abilities, and in
tasks requiring the samé\types of skills as those of an
igtelligéhcg test. It was also found that impulsivity

affects the quality of performance on the Porteus Maze

. Test. Lower-class éisadvantaged children have been found

to"be more impul$ive, and thus the quality of their per-

e : "
formarnce is often poorer. Some of the antecedents of this

*
—

dispositiop among disadvantaged children include differing
focal congerns and values, lack of motivation, poor prepa-
ration for learning and problem solving, poor language
facility, and defective self-systeﬁs and low self-esteem.
"A child who has been deprived of a substantial po;tipn of
the variety of stimuli wﬁ&ch he is’maturationally(capable
of responding to is iikely to be deficient in the equip-
ment required for léafhing [Deutsch, 1964, p. 177]." Thus,
the reflection-impulsivity dimension is one variable that
should not ‘be overlooked in-the area of reading.

w Figure 1 presents the many variables as they appear

to function in disadvantaged and middle-class youngsters.




Disadvantaged

I.

Values are in conflict with
school

A, Staying out of trouble,
toughness, smartness,
excitement, fate, physi-
cal aggression, autonomy.

B. SocialiZation is easy-
going--governed by par-
ents' convenience and
requirements of house-
hold. :

II.
Low motivation
A, Ssatisfaction of immedi-

ate goals. Quirk suc-
cess.

Middle Class

I.

Values are in harmony with
school ‘

. A. Ambition, resourceful-

ness, self-reliance,
rationality, individual
responsibility, cultiva-
tion of skills, control
of physical aggression.

-~

* B, Socialization is con-

scious, deliberate, and
demanding

II.
Strong motivation
A, Shbordination of immedi-

ate gratification in the
interest of long-range

T _goals.

LI

B. Sees little relevance in
school tasks,

C. Low teacher expectatibn.

ITI.

Restricted background of
exXperiences

A. Limited variability .in

kinds of problems he
meets,

Fig. 1.

B, School tasks and school
rewards have relevance +to
his reality.

¢+
C. High teacher expectation.

III.

Enriched background of
experiences

A, Asked questions and is
challenged to explore
his environment.

(continued)

Variables affecting the reflection-impulsiv-

ity continuum for disadvantaged and middle-class students,

"
[d
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Figure 1 (continued)

Disadvantaggg

Not shown cause-and-
effect relationships.

Limited opportunity to
interact verbally with
adults.

Feels driven by fate.
Circumstance not choice-
deciding factor at home.

Little opportunity for
decision making and
solitary pursuits.

Iv.

Standard English of school
is alien

. V.

Negative self-image

B.

A. Cumulative deficit

phenomenon--increasing
failure with each grade.

Develops an adaptively .
defensive stance--
responds impulsively.

Middle Class

Helped to develop basic
problem-solving tech-
niques,

Emotionally positive

verbal interaction with

adults.

Cognitively attuned to
uncertainty. Given time
to formulate alternative
hypotheses,

"Learns to learn" early,
opportunity for decision
making and individual
pursuits.

Iv.

Used to language of text-
book and teacher

V.

Healthy self-attitude

A,

School experience posi-
tively reinforced--pre-
pared to meet the demands
of the learning process
and behavioral require-
ments of classtroom.

Cognitive flexibility.




CHAPTER III

PROCEDURE

~ Introduction

a

To determine whether or not regulating the impul-
sive response style of disahvantaged students woulg
increase reading test scores, the Elementéry Reading Test
for grade§ 3 and 4 from.the Elementary Battery of Metro-
politan Achievement Tests, Form F, was administered to the
population sample under the Standard Condition (SC). One
week later Form G was administered with an Imposed Latency
Condition (ILC). <he difference between the mean scores
of the two testing conditions was computed to see whether
Oor not there was any statistical significant difference.

A significantly higher score under the ILC condition would
suggest that when a child takes time to reflect over alter-
native hprtheses, his reading improves. No significant .
difference or a significantly higher score for the test

given under the Standard Condition would suggest that con-

trolling for impulsivity among disadvantaged students does

not make a difference.

\
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‘ Selection of Subjects

Participating in this study were students enrolled
in three third-grade classes in Washipgtoﬁ School in New
Brunswick, New Jersey. Since this study was concerned
with the effeects of impulsivity on the reading'achieveﬁént
of diéadvantaged students, the first criterion established
for selection of the students for the stﬁdy was that they
must be eligible for Title I. The Washington School dis-
trict is considered a target area--that is, an area which
has a high concentration of low—income'families and thus.
* 1s considered a Title I school. Information acceptable
for iabeling families ;s.IOQ-income comes from many
‘soufces, ihcluding information received from the 1970
census report. The report-uses such things‘as home over-
crowdedness jin relation to income and employment statis-
‘tics. Children eligible for free-lunch programs are'eli—
.gible for inclusion in Title I, and children whs receive
funds under the Federal aid to Dependent Children program
are also eligible for inclusion in Title I.

The éecond‘criterioq established for selection of
students for the study was that they have a minimum read-

ing grade level of 2.4 when they were tested on the Gates-

MacGinitie Reading Test, Form B-l. The children were

tested in g.ade 2.8 in May 1971.

A

On the basis of the criteria, 34 students (le6
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,boys, 18 girls) were gathered from a group of 95 students
in the three third-grade classes in Washington School, New
Brunswick. The students' ages ranged from 9.2 years to
11.5 years with a mean age of 9.5. These students met the
stated criteria--they are considered disadvantaged Title.I
children, ;nd they’scoréd a minimum of 2.4 reading grade

level on ‘the previous testinhg with the Gates-MacGinitie

Test, 'Form B-1l, in érade 2.8. -

Selection of Test Instrument

In order to determine whether the reflection-
impulsivity dimension is & variable in the reading of this
population sample, it was essential that a reading test be
selected that was not too easy or toc difficult for this
sample. The Elementary ﬁeading Test from the Elementary
Battery of Metropolitan Achievement Tests, Forms F and G,
were selected for this study. This test is intended'fo;
grades 3 and 4 and consists of the Word Knowlédge Test and
-the Reading Test. The 'Word Knowledge Test is a 50-item
vocabulary test. The authorg of the test state in the
manual that the wcrds tested were selected on éhe basis
of an analysis of-11 reading series and represent thg
words that occur frequently in the reading oé children
in grades 3 and 4. The second part, the "Reading Test,
consists of a series of reading selections, each followed

by several questions designed to measure various aspects
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of reading comprehension. The selections are graduated in
difficulty through control of roabulary, sentence length .
.and structure, and overall length. The time limit for the
test under the Standard Condition is generous so that lit-
tle premium is placed on speed of reading. The Word Knowl-
edge Test is 15 minutes and the Reading Test is 25 minutes.
The norms were established as part of the standard-
ization of the entire Metropolitan Achievement Test series.
The norms. were obtained through a nationwide program in
October 1958, in which the\tests were administered to over
500,000 students flom 225" school systems in 49 states.
The norms are based upon analysis of the papers of a ran-ﬂ
dom sample of 25% of the students in the standardization
program. Tables of standard scores,.perceptile ranks, and
stanines were derived directly from tﬂe distributions of

¢
raw scores.

‘ Ad@inistration of Tests
The Metropolitan~Elementary Readihg Test, Form~F,
was administered to 34 third-graders uﬂder the standard
Condition (free latency). The test was administered te
tour groups. Three of the groups had eight students and
one‘group had ten students. The Word Knowledge Test was
administered on the first da& and the Reading Test on the

following day: One week later, Form G was administered to

the same children but with an Imposed Latency Condition to

4
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Qe

deternine if impulsivity affects the reading ecore of
these foungsters. Por ‘the Imposed Latency Condition (ILC)
the test was adninistered to five groups. Four of the
groups contained seven children and one group consisted' of
six children. -Again, the Word Knowledge Test was admlnls-
tered on one day and the Reading Test on the follow1ng day.
The students" had some degree of famlllarlty—w1th

the tester as she is the remedial reading teacher in the

school. The tester galned rapport with the students and

explained that she would lrke them to help her in an exper- -

iment. Form F of the Metropolitan Reading Test was admin-
1stered to the students under ‘the Standard Corthlon One
week later, the students were seen again. ?hey were told
that thHéy did well on the first test, but that_this time a
new rule would be added. They would not be allowed to
anewer_each question until they were told to do so.-

Four large wall cards were hung in tne front of
the classroom. These cards contained instructions and
self-directed commands. Drawings were used to help empha-
size the nature of the wanted response. The students were
shown these cards and the tester read them with the sub-
jects. The tester directed attentlon to the cards and-
said: : v

These cards which you see in the front of the room
are going to act as reminders of what You must say to

yourself before you begln any of the tasks we are
going to do. Please read the first card. It will

[y
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help you to ynderstand what kind of experiment this 1is
and what you will be expected to do.

Then one student was chosen to read aloud the.printed mate-
rial on:the cards. To reinforce this, the tester said:

Do you understand? Before answering each question you
must Stop, then you must Read carefully, and then you
hi

must Think before you make any answer. The important

thing 1s that you must read carefully and think before:
you answer. . Before you ‘answer each question, Stop,
Read the choices, and Think. On these questions you
will not be allowed to answer until I tell you that it
is okay. Aare therer any questions?

The tests were then distributed, and after complet-
ing the pertinent information, the two Sample questions
were done together. One student read the question. Then
the tester‘directed the students' atéention to the cards
and reminded them to "Stop, Read the.éhoices carefully,
and Think before you answer. T will tell you when you
may answer. Answer." If the students tried Fo answer
before permission was granted during the test, the stu-
dent was admonished with: "Wait, I will tell you when
You may answer." Throughout the test the students were
reminded of the cards and to stop, read carefully, anﬁ
think. The lenéth of the latency period was arbitrarily -
assigned for each question--more time being allowW®d on
the more difficult questions.

After completing the test, the students were

thanked for participation in the study and they returned

to their classrooms.
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CARD 1

INSTRUCTIONS
~ 1. THIS IS A
STOP!
READ :
and .
THINK )
EXPERIMENT .
2. BEFORE I START ANY OF THE U
TASKS I AM GOING TO bo, I - . :

AM GOING TO: '
STOP ! [ STOP) ‘
X . i

READ CAREFULLY

A7

s
A
\_"\\.\

and - -

L/
THINK! BEFORE I\ Y~
ANSWER. / ' .

CARD 2

CHOICES

CAREFULLY!

CARD 4

THINK!

Fig. 2. Illustration of visual reminder cards.
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Treatment of Data

. This 7tudy sought to establish whether or not ‘
* there would be any éifféreﬁce %n reading dachievement for
’ this disadvantaged population sample-between testing under
a Standard Condition and testing under‘an Imposed Lateﬁcy d
. Condition where one could control for impulsiyity. The
null hypcthesis, Ho; states that there would be no differ-
ence between the scores of the two tésting conditiops.
- The hypothesis.of this study was that if on a standard
reading test one controls for impulsivity by an Imposed .
Latenby Condition, there would be an improvement in the , .
- reading test scores. 4 o

To see whether any significant statisticdl differ-

ence existed between the two testing cénditions, a matched

3
1 ‘
ty

pairs t test was performed (Ferguson, 1966):

0n
(]
L]

A matched pairs t test was performed for the Word Knowl-

edge Test and for the Reading Test and for the total score.

> The raw scores for the 34 subjects were converted

to standard scores. Then the difference between the mean

scores of the two testing conditions.was calculated. The

-

mean of the difference scores (D) was determined by adeng

-

up the difference scores and dividing thlS number by the

number of subjects (34). ' After finding the mean of ‘the
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‘ difference seores, the Standard Deviation (SD) of the dif-

. ference scores was determined. The formula is:

‘ - s2_ = L(-D)? - ST
- © D N-l . ‘.'

a

where Sp was the square root of the:above\, Then the stan~.

I3 Y

dard error of the mean (Sj) was determined.’ The formula .

_—
-

is: . ) > - . -
, : - Sp
’ . . . . ’ . SD= —
: : YN

o

These statistics were used to calculate the t test. -The.
null hypothes1s, Ho, can be rejected if t > t33 (. 995)
+ 2. 733 or 1f t > t33 (. 005) = - 2.733. Thus, 1f'thei

value for t is greater than +2.733, this would indicate - ¢

1-' ‘ .

.that there is a significant statistical difference between

A

the two testlng condltlons at the .01 s1cn1ficance level. ;
A t test was also performed to determlne whether

there were any 51gn1f1cant stat1st1cal sex dlfferences on

-

the pre- ‘and posttests. The t test was performed for the

-

Werd Knowledge Test the Readlng Test and,for the Total .

Test., _The test statistic used. is:

2

' ) " <« . ’ ~ RB -. RG
. : t = .
: . . : 2
: , © /$%p 4+ 8%
: -/ Np Ng

Tﬁese data would help to answer the questlon posed

°by thls study: Wlll ‘there be an improvement in reading
- ’ -
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achievement among disadvantaged students if one alters the

‘;, administration of a standard readiﬁé/test S0 as to ccntrol
: for the variable inpulsivity?.-’ -
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CHAPTER IV

FINDINGS AND DISCUSSION

Ly

Presentation of Data

This study examined the reading skills of disad-
vantaged students in an effort to show ghe effect of
-impulsivity--immediate action without reflection-on the
problem posed--as a féctor in reading éerformance of dis-
advantaged children. The Elementa;y Readiné Test under
the Standard Condition was giveﬂ to 34 third-grade dis-
advantaged children. They weéré retested with an Imﬁosed
Latency Condition which was structured to counteract
impulsivity, as the students were forced 'fo pause and -

think before answering. - : s
A matched pairs t test was performed to test for

significant differences"ngween pre- and posttést means

for the wWorad Knowledge §ubtest, the Reading subtest, and

the total test score. Results pertinent to the major

hypothesis of éhe study may be seen in able 1.
Statistically significant differences existed -

between the free latency pretest scores and the forced -

latency posttest scores in the direction of the major

hypothesis. The mean Word Knowledge standard score for

47
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TABLE 1

TESTS OF THE SIGNIFICANCE OF THE DIFFERENCE OF THE
PRETEST AND.POSTTEST STANDAKD MEAN SCORES .

(N = 34)
Tests Condition " Mean S.D. t
Word Knowledge . . )
© Pretest Stardard | 51.3 8.06 7.45%
- Posttest Imposed Latency 66.8 7.97
Reading’ . . |
Pretest Standard 60.3 10.97 6.73%
Posttest Imposed Latency 66.2 9.73
Total < : _
Pretest Standara& , 60.3 9.82 10.12+*
Posttest Imposed Latency 65.7 9.58

Y

*A t of 2.733, af = 33, required for significance at
the 0.01 level. :
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the Standard Condition testing was 61.3 and for the
Imposed Latency testing 66.8, yielding a t of 7.45 signif-
icant at the .0l level. There was also a siénificant gain
on the Reading Test. ' The standard mean reading score
uncer the SC condition was 60.3 and under the ILC condi-
tion 66.2, yielding a t of 6.73 significant at the .01

.

level. There was a significant statistical overall gain
in total test scores. The standard mean total test score
for the SC condition was 60.3 and 65.7 for the posttest
ILE condition, yielding a t of 10.12 also highly signifi-
cant at the .01 level.

Table 2 shows improvement in reading by mean érade
levels. On the Word Knowledge Test the subjécts had a
mean gain of ever six months going from a mean grade of
3.52 on the pretest to a mean grade of 4.16 on the post-
test. On the Readlng Test the students had a mean grade
score of 3.32 on the pretest and a mean grade score of
4.09 on the posttest with a mean gain of over six months.
The total test score showed a mean gain of 64 months

Table 3 presents the improvement in readlng by
percentile rank. As indicated on the Word Knowledge Test,
the mean percentile was 42 on the pretest and 64 on the
posttest with a mean increase of 22. On‘the Re;ding Test,

the students' mean percentile rank on the pretest was 46

and 62 on the posttest with a gain of 18. For the Total




TABLE 2

' » IMPROVEMENT IN READING BY
MEAN GRADE LEVELS

(N = 34)
’ Pretest Posttest
(8C) grade (ILC)' grade Me??
) / equivalent equivalent gals
Word Knowledge 3.52 .16 .64
Reading 3.32 4.09 " .62
Total 3.50 4.14 .64
TABLE 3
IMPROVEMENT IN READING BY
PERCENTILE RANK
(N = 34)
Pretest Posttest Mean
(5C) (ILC) ain
percentile percentile g
Word Knowledge 42 64 22
Reading 46 64 18
20

Total - ' 46 . 66

"<
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Test score there was a mean gain bfw22% going from.the
46th percentile to the 66£h ﬁercentile.

On the Word Knowledge Test, of the 34 student’s
tested, only one student did béﬁéer on the pretest and
four students maintaineq the sahe” score on the pre- and
posttesting. For these students impulsivity.was not a
ﬁindrance to their functioning on this task. For the
aremaining 29 studgnté the range of differencg Scol 2s
between the preéest and posttest went from +2 to +12.

On the Reading Test, two students scored higher
on the pretest and two students main%ained the éame score,

-

anq here again impulsivity was not a causal factor in
their performance. Of the remaining 30 students, impul-
sivity did affect their performance. The range of dif- |
ferenee scores between thé pre- and posttests went from
+2 to +19, \On thé total test score, two students- scored

higher under the Standard Condition and the other 32 stu-

dents difference scores ranged from +2 to +12.

Sex Differences

A t test was employed.to test for significant dif—
ferences between pre- and posttest means for both the boy
and girl subjects. Table 4 indicates the results of the
comparisons betwgen the boy; and girls,‘and.és can be
seen, no significant differences were ‘evident between boys

-
and girls on either the pretests or posttests. On the

©
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TABLE 4

COMPARISON OF PRETEST (STANDARD CONDITION) AND POSTTEST
(IMPOSED LATENCY CONDITION) STANDARD MEAN SCORES
AMONG BOY AND GIRL SUBJECTS

>

Boys (N = 16) Girls (N = 18)
Tests — : -
Meap’ S.D. * Mean  S.D. t
Word Knowledge s _
Pretest (SC) 62,1 6.9 60.7 9.1 0.50
Posttest (ILC) //// 66.9 6.8 66.7 9.1 0.11
-' ‘ 4 ’ ’ -
Reading //
Pretest (SC) 59.4 7 10.8 6l.1  Il.4 -0.44
Posttest (ILC) 67.6- 9.5 64.9 10.1 0.24
/ —
60.1 8.7 60.6 11.0 -0.12 |
66.4 8.6 65.0 10.7 0.39

, ///’ Note: A t value of +2.037 or ~-2.037, df = 32
required for significance at the 0.05 level.

14

F.%3

o N
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Word Knowledge Test under the Standard Condition, the -
boys scored slightly higher with a mean score of 62.09
compared to the girls' me;ﬁ,score of 60.72. " Under the
Imposed Latency Condition, both the girls and boys ket~
terefl their performance. The boys had a mean gain of
4.78, and the girls had a slightly larger gain of 5.95.

On the Reading Test the boys on the pretest (SC) had”a
mean score of 59.43 and the éirls 61.05. However, the
boys on the posttest (ILC) increased their scores with a
mean gain of 8.13 whereas the girls had a mean gain of
only 3.83. Controlling for impulsivity had more of an
effect on the boys oﬁ_the Reading subtest. The total test
scores were very. similar for both boys and girls. Under
the Standard Condition, the boys had a mean score of 60.12
and the girls a mean score of 60.55. Under the Imposed
Latency Condition, the boys had a mean score of 66.38 and

the girls had a mean score of 65.

Discussion of Attitudes of Subjects

The hypothesis that disadvantaged children would
perform aboée their usual functioning level on a standard
gfoup reading test when one controlled for impulsivity was
upheld. The data support the assumption that many disad-

vantaged children are hindered in reading tasks that con-

. tain response uncertainty because of their tendency to be

~

impulsive where they should instead consider the vaiidlty

’
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of their answers. Under the Standard Free Latency Condi-

. tion (SC), the students responded much faster than under
the Imposed Latency Condition (ILC) where thinking time
wes conérolled. Testing time under the ILC condition wés
twice as long. Many of the students on the ILC té;ting u
found it extremely difficult to take the time to think
before énswering. Theybwanted,to report the first answer
that came to them and were not overly anxious about making

a mistake. They wanted to get Started immediately without

" directions, and several kept asking if they could go ahead

on their own.. The subjects were much more tired after the
post-ILC testing and felt that they had really worked vefy
hard. Many were obviously not used to considering care-

fully the accuracy of their answers.

égreement with Review of therature . -

The results of this study lend further support to
the current literature on impulsivity. Children have a
stable disposition towards either fast or slow decision

times to problems with high response uncertainty. One

reason for poor performance among dlsadvantaged students

is their impulsive orientation. '
Schwebel (1966) found that in the performance of

‘verbal tasks among hiddle~ and lower-class children (ages

9-12 years) the lower-class children responded signifi-

cantly faster than the middle-class children sacrificing
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accuracy fer their impulsivity. The lower-class subjects
improved their performance considerably on the forced
latency subtasks where thinking time was controlled, but
the middle-class subjects showed no difference in Qerfor-
mance on the free and forced latency subtests. The find-
ings of this present study concur :as the disadvantaged
subjects did make significant gains on a standardized
group reading test when a latency condltlon WaS 1mposed
It would be interesting to do a 51mllar reading study with
middle-class children to see if imposing a latency condi-
tion on a standardized reading test would make a differ-

ence in their scores.

"
Pl

This present data corrobate the .results of an
earlier investigation by Kagan (1965) in which he admin-
istered measures:of reading recognition-and indexes of
reflection-impulsivity to 130 children-in grade 1 and again
at the end of grade 2. He found that impulsive children
(fasr response times and high ‘error scores on the.visual
matching tests) nade more receénition errors in reeding
words-presented singly or in a prose selection.\;?or exam-
Eﬂe,’there was a positive relation betweén Matching Famil=-
iar Figures " errors in grade 1 and partial- 1dent1ty readlng
errors at the end of the second grade This preseny study
deals with third-grade children in a group situation and

again shows impulsivity is.a variable to be considered in
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the’reading achievement of primary-grade children.
Sch&ebel and Bernstein (1970), in their study of

the effects of impulsibity on the performance of 18 lower-

class boys on four WISC subtests, found that the boys'

Scores increased significantly under the Imposed Latency

.Condition. . For example, on the Similarities subtest the

boys' mean IQ went from 87 (Standard Condition) to 104
(Ihposed Latency Condition) with a mean difference of 18,
and on the General Comprehension subtest the mean IQ wént
from 90 to llé with a mean difference of 26. Studies have
shown that impulsivity adversely affects the quality of
performance ip areas involving concept formation, induc-

tive reasoning, visual recognition, motor coordination,
\

- verbal abilities, readiny recognition in first and second

grades, performance on individual intelligence tests, and

‘Performance on' the Porteus Maze Test. This study extends

the literature and has demonstrated that impulsi&ity
affects the reading performance qf disadvantaged third-
grade students on a ;tandardized group reading test.
fn;ﬁhis study,‘ﬁo Statistically signifizant sex
differences %é}e detérm;ned on either the pre- or post-

testing. In the literature search, ﬁany of the studies -

" used only male subjeéts. In the studies using both sexes,

7

the authors did not find one sex to be more impulsive than

. the oth&r. For example, Kagan et al. (1966)‘cléssified a
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subjéct impulsive if he were both above the median on MFF
(Matching Familiar Figures) errors and below the median on
MFF fesponse time. A reflective child was below the median

< A

on MFF errors and above the median on MFF responsel This

Categorization yielded 23 impulsive and 30 reflective boys,

~

and 26 impulsive and 26 reflective girls. Kagan did find

.

.that tte girls display greater intertask consistency for
the reflectiveuimpulsive disposition. Coefficients were
higher for girls than for boys when response time on the

-

MFF was correlated with other response time measures.

. -

‘e
-~




CHAPTER V

SUMMARY AND CONQLUSIONS

- ~

Snmmarx_) : t .

A search of the literature 1nd1cated that the vari-
able, ref}ectlon 1mpulslv1ty, may affect reading achleve-
ment. Children who are?1mpuls1ve tend to report the first
hypothesis that occurs to them while the reflective chi;o
delays before answerEng Eonsidering the 'alternative solu-
tlons to problems w1th hlgh response uﬁcertalnty. Impuls~-
s1ve responses are often of poorer quality. Dlsadvantaged

K

children have been found to be more 1mpuls1ve than their
mlddle-olass Ccounterparts.

The question posed~in this study was: Does impul-
. sivity affect the reading performance of. disadvantaged

P

students on a group standardized reading'test? To answer
this question, 34 third-grade disadvantaged students (18
girls and 16 boys with a mean age of 9.5) were grven Form
F of the Elementary Metropolitan Reading Test under the

Standard Condition. ‘The'students were retested a week
later with Form G of the same test under an Imposed Latency
Condition to control for impulsivity. They were not

aliowed to answer until told to do so, and they wire °

58
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instructed to think over the alternative possibilities

" before answering. Response time. .was considerably longer

under the post Imposed Latency Condition than under the

{

Standafi Condltion where the students could work at their

P

~

. A matched qirs t test was performed to determine

‘whether any significant statistical difference ‘occurred

. between-the two testing'conditionsu Data supported the

hypothesis. The students scored significantlyihigner

(p < 0.01) under the'Impésed Latency Condition‘wnefe they
were f ced‘to inHibig'their impulsivity on ‘the word Knowl-
edge Tast, the Reading Test, and the Total Test score. A

.

t test was also employed to ascertain whether there was
any significant differences between the'pre- and posttest
means between the Koy and girl subjects. No significant
statistical di erences were found between the sexes.

Thus, in this tudz, impulsivity did affect the reading

performance of these disadVantaged students.
—\_./ .

Suggestions for Further Research -

" The review of the literature has shown that chil-
c oy .
dren do have..a conceptual tempo for cognitive products

across time/and across tasks. Thus, diagnostic testing

inithe early grades to determine whether a child responds
% ) . .

impilsively ratKer than evaluating potential solutions to

‘

the problems posed would be of significant valye.s For -

td
&

)

Lrs
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those students who indicate that impulsivity is affecting
their functioning, a prodram could be institutbd in the
classroom for training in reflective thinking. Palkes,
tewart, and Kahana's training technigues for hyperkinetic

children is an example of the kind of program- that might

be instituted. 'Training in self-directed verbal commands

on the Porteus Maze Test led to a more careful approach. to
,t%e solution of a problem rather than to a change in_the
intelliggnce of the children. The.impulsive &hild has to
be trained to develop voluntary control, of his behavior go
tﬁat reflection becomes a specific conceptual habit inde-
penﬁent of Ehe content of the material.

Further research should also explore the general-
1ty éf this: conceptual tempo and the means by which educa-
tors can plan curricula which will help develop a reflec-
tive style of.thinking for thése disadvantaged children.

Since this study dealt with a standardized group.

reading test, further research might explore the effects

-

-
’

&

of lmpuls‘VLtv on oenfo&mance when children are given indi-

///gLal reading tests. Also pertinent would be further o
research on -wpulszv1ty w1th older students. Does the

prdblem of impulsivity increase or -decrease as the child

gets older?
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TABLE A-1

~ WORD KNOWLEDGE TEST GRADE LEVELS AND GAINS BETWEEN
PRETEST" (STANDARD CONDITION) AND. POSTTEST
(IMPOSED LATENCY CONDITION)

Posttest

. . Pretest Gain from
Subject Sex grade grade pretest to.
, level - level posttest
1. M 3.9 5.8 1.9
2. M 3.5 3.5 0
3. M 3.2 4.4 1.2
4. M 3.2 3.5 0.3
5. M 3.9 4.4 0.5
6. - F 2.5 2.9 0.4
7. F 2.9 3.9 1.0
8. F 2.2 2.9 0.7
9. F 3.5 3.3 -0.2
10. F 4.4 4.5 0.1
11. F 3.2 3.5 0.3
12. M 2.8. 3.3 0.5
13. M 6.7 6.7 0
v14, M 2.7 3.0 0.3
15. M 3.3 4.2 0.9
l6. F 3.2 3.8 0.6
17. F 4.4 7.3 2.9
18. M 4,2 4.2 0"
19, F 3.1 3.8 0.7
20. F 4.2 4.2 0
21. F 3.5 4.1 0.6
22, F 3.1 3.9 0.8
23. M 3.3 4.5 1.2
24, M 3.8 4.4 0.6
25. M 3.6 4.1 0.5
26. M 3.3 3.7 0.4
27. M 2.9 3.1 0.2
28. M 3.0 3.9 0.9
29, F 3.2 3.8 0.6
30. F 7.3 8.4 1.1
31. F 3.0 3.6 0.6
32. F 2.0 3.3 1.3
33. . r 2.8 3.4 0.6
34, F 4.1 4,2 0.1

Average

3.52

4.16

.
(o)}
o

A

4
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TABLE A-2

READING TEST GRADE LEVELS AND GAINS fETWEEN PRETEST

EST

(STANDARD CONDITION) AND POSTT

EO0
o+ P
H (2]
H Yoo
n B
S oY
- 4 u
g OO
O 4o
2

(IMPOSED LATENCY CONDITION)

Posttest

Pretest

-

Sex grade grade
level level

Subject

i 6119337125531953560482600272209567

011000100000101000 000111010010000
[

7053597759490832432367132460007807u
. . & . v e . o o . o o . . o o . o o [ e . . . . . . . . . . o o
5444424235328243543..43353433)3383234

N %
*
-

l9442-60634969989972985532298208345
5233423235226122433323323312392223

3

-

REEEE Ry S S S PR CHN T I TN TR A A Fu B By o by

*

24.
25

.62

4.09

3.32

Average
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TABLE A-3

EST

(IMPOSED LATENCY CONDITION)

TOTAL TEST GRADE LEVELS AND GAINS BETWEEN PRETEST
(STANDARD CONDITION) AND POSTT

£ 0
0P
5 w0
W
0
o 0P
AP0
© O O
VN,
o,
!
0 o~
0T O
§a>
R )
0w ol
o)
Y
S
0w o~
889
TR
N v
A
x
0]
%)

Subject

13
/

?ﬁ39g5_3143ﬂ514253A:/:42,44.4a39g6,bAa6f09ﬁ8115A47,0a/A.

66474827304169.3..3035388881526666132»

SRS S S S S S S kS S S SE S by oy

3

.
-
)

l

o o o s o o o
12345678

22,
23
24,
25
26
27.
28.
+ 29,
30.
31.
32
33.
34

0123456789
L e B B B B B I QY E PN

.64

.14

4

.50

3

Average
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COURSE WORK FOR MASTER'S DEGREE IN READING

. Instructor

Fall, 1968

©320:561 Foundations of Readlng Instruc- Dr. Fry
tion . bPr. .Mountain

1
©
-

Spring, 1969 .
320:564,  Remedial Reading . Dr. Fry
Fall, 1969

320:565- Laboratory in Remedial Reading Dr. Swalm
- 2901501 Introduction to the Principles Dr. Geyer -
' of MeaFurement -

Spring, 1970

290:514 Introductlon to Adolescence and Dr. Zito
‘Adult Years )

Fall, 1970 . >

290:509 Emotlonal “and Social Maladjust- Dr. Bardon
ment ;

Spring, 1971 . .

250:573 Programs for the Disadvantaged - Dr. Hillson
Child

310:562 Afro-American Studi II ’ Dr Proctor

Fall, 1971/

.

299:566 Seminar in Reading Research and - Dr. Kling

Supervision
, £ 4
Spring, 1972 -
299:599 - Thesis Research \\ Dr. Kling
o
¥
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