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ABSTRACT

Ninety-five males from EMR classes were selected from school dis-

tricts in the Southern California area. All subjects were given the

Test Anxiety Scale for Children (TASC) and a measure of out rdirected-

ness. Contrary to the major hypothesis of the study, zero correlation

was found between aaxiety outerdirectedness. However, subjects

ranking in the upper and lower third of the anxiety scale disttibution

were randomly assigned to a success, failure or control group in order

to measure the degree of outerdirectedness after interp_lated success

and failure treatments. The subjects were then given the TASC again to

investigate the possibility of a change in anxiety.

The hypothesized effects -f anxiety level and treatment conditions

resulting in greater outerdirectedness did not receive support. In

contradiction to previous studies, subjects in the failure condition

took the least amount of time to complete the puzzles. The hypothesized

effect of failure resulting in increased nxiety veceived support. A

significant interaction between anxiety and tree- -ent conditi ns was

reported in that subjects with previously reported low anxiety increased

significantly in anxiety after hall ng received the failure condition.

Possible problems in using the PUZZLE TASK as a measure of outerdirected-

ness were discussed.



INTRODUCT

rhis study was designed to inves igate a problez-soiving style of

educable ment-1.y retarded children in tars

direetedness and s relation tate ar Y.

of auto

The study was

organized in two major sections. In the fi .;_he concern was to

determine the existence of a r state anxiety and

outerdirec edness and to describe its nature. In the

the focus was on the effee's of interpolating a success, failure or

nd sec-

control condition on the level of anxiety and the degree of outer-

directedness exhibited by the EMR subject.

REVIEW OF RESEARCH

The Outerdir cted Motivational St le

The view that retardates are more rigid in their thought processes

than normals of the same mental age was advanced by Le. (1936) and

Kounin (1941) which is consistent wtth the ges or field theory con-

structs. An alternative explanation for the behavior observed was

posited by Stevenson and Zigler (1957) in which the dtfferences in per-

forman e of normal and retarded subjects reported by Lewin and Kounin

e related to motivational differences between the groups rather than

to differences in cognitive rigidity. The latter hypothesi was based

on the assumptLon that institutionalized retarded children tend to be

relatively deprived of adult contact and approval than do normal child-

ren. In addition, cultural familial retardates' performances were viewed

as depressed by the effects of social deprivn ion and an expectancy for
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failure according to the seine dynamics discussed above. A retarded child,

therefore, approaches a given task with a "negative reaction tendency" due

to past failure experiences, as well as a "pos_ ive action tendency"

desire to interact with a reinforcing adult. Zigler (1961) stated that

assuming retarded subjects have negative feelings t= ard an experimental

situation, it may be hypothesized that such s begin the session

with a relatively high positive tendency to respond due to a greater

motivation to interact h and to gain the approval of an adult which,

in turn, stems from the negative experiences, p rhaps of a painful nature,

which they have had at the hands of adults. If, however, the child learns

during the experi.11ental situat on that the experienter is not like other

strange adults he encouniers in his environment then the subject meets

the session with a positive tendency which is reduced much less thaa his

neg tive tenden y. The finding (Eigler, 1962) that retardates terminated

an experimental game earlier than normals in compliance with the examiner's

suggest ont was seen to result from outerdirect dness where a child exper-

iences failure in solving p_ blems on his own and as a consequence b

comes, wary of self-initiated actions. The child becomes, consequently,

more sensitive to external cues and relies unduly upon them, in hopes that

they are more reliable indicators of appropriate responses than are his

own solutions. Further, the child is apparently more successful when

doing s

The findings of Green and 2igler (1962) and Zigler, Hodgden and

Stevenson (1958) that retardates were more sensitive to cues given by an

adult than are normal children of the sane MA led Zigler and his asso-

ciates to formulate a motivatjonal style of problem-s lying which they
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termed "outerdirectedness" (Sanders, Zigler and Butterfield, 1968;

Turnure and Zigler, 1964). This style was defined as the degree to

which the subject uses external cu in his problem solving rather than

relying on his own cognitive resources.

Green and Zigler (1962) employed institutionalized and noninst

nalized retarded groups as well as normal control groups to test the

othesis that the noninsCtutionalized retardates and normals would

choose to terminate task more rapidly than would institutionalized

retardates. In addition to their findings of no significant increase

or decrease on Part Two as compared to Part One of the criterion task,

a satiation exercise, nor any significant interaction effects, Green and

Zigler found a tendency for the retarded subjects to terminate games at

points where the ex-Aner re -'nded them that they could stop, while

'nor al subjects tended to terminate the monotonous game on their own

1ntative Zigler, Hodgden and Stevenson (1958) interpreted the same

findings as evidence of the greater compliance of retardates with in-

structions. The great compliance stemmed from the greater social de-

privation experLenced by in titutionalized retardates. Zigler, Hodgden

and Steven -n (1958) defined this overt manifestation of outerd ected-

ness as a mechanism employed to gain desired social reinforcement.

Another, more plausible, explanation is suggested by Gr en and Zigler

(1962). They hypothesized that the child's compliance with adult sug-

gestions or his sensitivity to the cues of adults is related to the re a-

tive amounts of success and failure that the child has experienced

deal:rig with problems with which he is confronted. If a child': self-

initiated solutions result in a high percentage of failure experiences,
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then he may be wary or corm to distrust such self-initiated actions. The

child would then be expected to evidence a greater sensitivity to external

or environmental cues ln the hope that such cues would be ___ e reliable

indicators of appropriate responses that are his internal ones. If it is

assumed retardates encounter more failure experiences, for example, en-

counter more problems beyond their capacity to solve, then Green and Z g-

let's hypothesis generates the predictions that retardates would evidence

a greater sensitivity to external cues than normal subjects and that non-

institutionalized retardates live in a relatively protected environment,

one that is adjusted to their intellectual li-itations, they presumably

experience less failure than expected to live up to expectations normal

for a child of his chronological age. Hence, the noninstitutionalized

retardate is more open to experience failure with a resultant increment

in his sensitivity to and dependence upon external rather than internal

cues.

One of the f tests of the outerdirected position was- carried out

by Turnure and Zigier (1964). They conducted two studies to test the

hypothesis that the high incidence of failure experienced by retardates

results In their employing an outerdirected style of problem-solving. In

Study One noninstitutionalized familiar retarded a-d normal children

matched on MA- experie ced either success or failure treatments during

three games and then _ere administered two imitation tasks. They found

that retardates were more imitative than normals and that all the chil-

dren wet e more imitative following the failure than the success condition.

In Study TWo normal and retarded subjects matched on MA and randomly

divided into experimental and control groups performed two object assembly
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and one block-board task. Twenty normal and twenty retardates were

matched on MA and were assigned to control and experimental groups in

which an equal n -ber of boys and girls were placed in each group. The

normal and noninstitutionalized retardates were instructed to assemble

a simple puzzle of four pieces as fast as they could. While the subject

was assembling his puzzle, the experimenter put together a second object-

assembly item. They hypothesized that the outerdirectedness of the re-

tarded child would lead him to attend to what the experimenter was doing

rather than concentrate on his own task, thus interfering with his per-

formance on the first puzzle. When the child completed his puzzle the

experimenter took apart the puzzle he had assembled. He then gave the

second puzzle to the child and told him to put it together as fast as

could. Turnure and Zigler found in Study Two that the retarded

experimental group did poorer than the normal experimental group on the

first object assembly task, a horse puzzle, but performed superior to

the normals on the second object assembly task, an elephant puzzle. The

retarded experimental group also showed a tendency to be more i :tative

on the block-board game and they made more

Significantly, Study Two demonstrated that

either detrimental or beneficial depending

glances toward the examiner.

outerdirectedness may be

on the nature of the total

situation. Heightened outerdirectedness therefore is not jnvarably

detrib_ental to performance on problem solving tasks and may even be

incorpo ated in learning situat ons as an aid.

The difference in the incidence of imitation between normals and

retardates was more striking in Study Two than in Study One. Signifi-

cantly, the imItation procedures of Study One and the block-board task
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of Study Two differed greatly in the degree to which they would be ex-

pected to induce imitative responses. In Study One the child was told

that he was t- -me designs; then ins -ucted to observe the adult

experimenter make a design, and finally asked to make his own design.

In Study Two the child was already drawing when the experimenter engaged

in behavior which later could be imitated. Furtherire, the experimenter

engAged in this behavior unobtrusively, giving no overt indication that

the child would eventually be faced with the same task. This latter pro-

cedure required the child to shift hi- attention from his task to the

experimenter's behavior in der for any imita ion to take place. Tur-

nure and Zigler stated that the observed tendency of the retardates to

imitate under even these conditions indicates the pervasiveness of his

reliance on external guidance.

Importantly, Turnure and Zigler cautioned that a retardate is not

more outerdirected than a normal child simply because he has a lower IQ.

The degree of outerdirectedness of any individual child depends r ther
a

on two fa- ors: the level of cognition attained, or MA; --d the degree

of success experienced through employing whatever cognitive resources he

has available.

The central question addressed in Sanders, Zigler and Butterfield's

investigation (1968) was whether the outerdirectedness of retardates

found on simple imitation and object assembly tasks also manIfested

itself in a standard discrimination learning situation. The finding

that the retardates' outerdirectedness influences their performance on

a simple three choice size discrimination would indicate that this style

of problem-solving is not a task-specific problem-solving style but a

9



more pervasive phenomenon. High and low distractible retardates of mixed

etiology and normals of comparable MA learned a three choice size dis-

crimination with and without an additional cue. For half the subjects

the cue condition, the cue always indicated the correct stimulus, the

positive condition; and for the other half:the cue indicated an incorrect

stimulus, the negative condition. The cue conditions were either the

examiner's finger or a light. The primary hypothesis that retardates

would manifest a more outerdirected style of learning was confirmed in

the negative cue conditions only. The retardates relied upon the nega-

tive cue even though it led to errors whereas the normals did not.

:Results did not support the subsidiary hypothesis that the finger

cue would evoke more outerdirectedness than the light cue and that outer-

directedness would be found more commonly in the distractible than the

nondistractible retardates. Sanders, Zigler and Butterfield (1968) con-

cluded that the fai ure to find differences associated with the type of

cue might have been due to the extreme potency of both cues "which would

mask y differential effectiveness." Perhaps also the disembodied fin-

ger was not sufficiently human to be perceved as such. Since only one

cue was presented to each subject, the suthors posit that presenting the

two types of cues si ulteneously would enable the subje_-_ to demonstrate

a preference between them.

The failure to find differences between high and low dis -actible

retardates, Sanders, Zigler and Butterfield (1968) viewed as indicating

that distractibility is not related to outerdirectedness. However, the

procedures employed in the study may not provide a sensitive test of the

distractibility hypothesis. The validity of the distractibility ra ings
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employed is questionable. Attendants were employed to -a e

9

the cottages

and it was noted that analysis of the dis:- butions of ratings from dif-

ferent cottages indicated that attendants in each cottage used their o

group of children, rather than children in general, as their reference

group, thereby introducing selection biases into the sample. Children

are often assigned to cottages according to specific character tics, as

IQ, which could be related to dist a

employed by Sa:-.ders, Zigler and Bu

able.

ibility thus rendering the ratings

field (1968) imprecise and question-

Finally, the finding of greater outerdirectedness among nonfamilials

may be consistent with the outerdirectedness position and enphasizes the

importance -f attending mo_e to the discrepancy between societal demands

and intellectual capacity alone when looking at the behavior or retar-

dates.

Drawing from Sanders, Zigler and Butterfield's (1968) finding that

children responded equally to the light and finger cue, Achenbach and

Zigler (1968) proposed a distinction between the two degrees of reliance

upon situational cues in problem-solving. The distinction was formulated

terms of two contrasting learn ng strategies: 1) a cue-learning

strategy involving heavy reliance upon situational cues and 2) the

problem-learning strategy involving "active attemp s to educe abstract
A

relationships among problem element." Using both an instititionalized

and noninstitutionalized retarded and normal sample, Achenbach and Zig-

ler (1968) demonstrated in experiment one that retardates could learn a

three choice relative-size Ascrimination as quickly as normals of the

same MA. Results indicated that retardates relied more on the more
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obvious, but so ewhat misleading cues than did normals. Noninstitutiona-

lized retardates relied on the cue significantly longer than institutiona-

lized ret -dates which supported Green and Zigler's (1962) position re-

garding the hypothesized history of extensive failure experienced by non-

institutionalized retardates.

The second experiment demonstrated that reliance on the cue by

tardates involves an inhibition of 1-arning rather than caution in re-

sponding. They had subjects do the sticker imitation task1 but allowed

for a more differentiated scoring that was employed by Turnure and Zigler.

An overall comparison showed that the imitation scores for retardates

were not signific tly greater than those for the normals. However,

when imitation was rescored by the Turnure-Zigler _ethod the difference

became significant. This suggests that retardates imitate in a "gross

all-or-none" manner more than do normals, who tend to be influenced more

subtly by the adult model. Further analysis of the data revealed that

one special class of sixteen retardates performed better than normals.

Although the results were not sIgnificant, Achenbach and Zigler (1968)

stated that the particular teachc s methods demonstrate that "persistent

success experiences and reinforcement for independent thought could lead

retardates to give up reliance on the cue as quickly as normals of the

same MA." The teacher's reported methods focused on long-term manipula-

tion of the same variables considered important in the study. The fail e

of the success/failure manipulations in experiment two to produce a signi-

ficant effect of cue learning could be attributable either to the fact

that the learning strategies were so set as to remain virtually unaffected

by the short term experiences, or that the man pulations were too weak to

12
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produce the hypothesized effect.

Finally, in a third experiment Achenb: h and Zigler (1968) found a

significant correlation between imitativeness and cue learning in retar-

dates but not in normals. The lack of a significant correlation might

indic-te that the construct outerdirectedness, is not as valid for nor-

mals such as those included in the study.

Turnurc (1970 and 1971) found that the non-orienting behavior evi-

denced in retardates reflected an InformatIon seeking strategy rather

than a short attention span or distractibility. In Study I Turnure (1971)

compared the glancing behavior of young and old retardates with normal

Children, som whom had similar MA others who were rough MA matches

for the young retardates. The retardates were mainly familial, but e: h

group had one emotionally discurbed child and one Down's Syndrome Child.

These subjects' behavior were reported indistinguishable from the others

in the test situation. The apparatus was a light-proof booth which

housed the response recording equipment, the projector uaed to present

the learning problem stimuli and the observers who would closely observe

the subjects through a one-way mirror. In the control condition, the

mirror vas covered wIth a white screen which eliminated reflection but

still allowed observation. The task presented was an oddity problem in

which the subjects picked the odd object in order to be reinforced by a

red reward light. Unlike Zigler and Turnure (1964) a glance _as recorded.

each time the subject's eyes left the stimulus panel. Turnure's compari-

son groups found retardates less inattentive and distractible than pre-

vious research has suggested (Cruse, 1961). However, Turnure noted that

before concluding that the ret- ded are not distractible, further COn-

13
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sideration would be given to the task difficulty and the specific situa-

tion in which the task is administered. The total time glancing scores

showed that younger subjects spent more time in-nontask orientation than

did older subjects; and that the normal subjects spent more time glancing

in the mirror condition while the retardate glanced longer in the control

condition. Significantly, Turnure did obtain reliability ratings of

observations by using a second observer intermittently throughout the

study. Correlations of .94 and .92.were obtained for nter-rater agree-

ment on the number of glances observed and the time of the glances, re-

spectively. An analysis of the number of gl ces of the eight MA com-

parison groups over the five minutes showed that younger subjects glanced

significantly more often than older subjects; and that the mirror con-

dition subjects glanced significantly more often than controls; and

interestingly, the normal subjects glanced more than the retardates,

although none of the interactions approached statistical significance.

The total time glancing sc--es showed that younger subjects spent more

time in.non-task orientation than did older subjects; and that the normal

subjects spent more time glancing in the mirror condition; while the re-

-
tardates glanced longer in the control condition. In general, most of the

subjects, even if young or mentally retarded, were non-task oriented for

only asmall percentage of the total time. The group with the highest

glancing scores was the four and one-half year old normals-mirror group,

where the subjects spent almost one minute out of five glancing. Turnure

(1971) found that, in situations where normal and retardates of the

CA are given an age-appropriate task or assignment to perform, the normal

children apparently could orient themselves to the task, with only occa-

1 4



sional brief glances away, until it was solved or completed. Ihe retar-

dates, however, would not direct themselves toward the task to the same

degree, thereby evidencing more prolonged non-task orientation. Turnure

(1970) states, "the assignment of a task that is appropriate for the nor-

mal child and so is inappropriate for the same CA retarded child brings

into question the logic of concluding that the retarded child is atten-

tively deficient, unless it can be demonstrated that the normal child

will attend as diligently to a task which is an inappropriate for his MA

as the original task was for the retarded," (Turnure, 1970)..

in Turnure's (1970) study, however, the above findings appear to be

biased against the normals through inclusion of post-criterion glances.

Glancing up and around the room seems a natural behavior after one has

completed a task. However, Turnure noted that an analysis of pre-

criterion time glancing scores resu ted in retardates glancing scores

being three times that of the normal subjects in both the mirror --d the

screened mirror condition.

The results of this study and others (Ellis, Hawkins d Pryer, 1963;

Baumeister and Ellis, 1963; and Sen and Clarke 1968) did not support the

distractible description of retarded children. However, it should be

noted that this study was concerned with overt, observable, orienting

responses, only one aspect of attending, and should not therefore be

generalized to include all aspects of attending such as those discussed

by House and Zeam (1963). Further, in discussing the nature of dis-

tractors, Turnure (1970a) noted that stimuli, whether social or physical,

cannot be considered homogeneous in their salience or potency as dis-

tractors. The age of the child and nature of the distractors are merely

two conditions limiting generalization.

15
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n Study II Turnure (1970b) investigated the extent to which non-

orientation toward a t sk is influenced by the presence of an adult

examiner. Also, two conditions were employed to determine if glancing

toward the experimenter was simply for purposes of social interaction

or other task irrelevant purposes, or whether these glances represented
fi

information seeking behavior. A relevant-cue condition was presented

in which the experimenter engaged in behaviors which would help the sub-

ject on the task, while similar behaviors in a irrelevant-cue condition

would not be helpful to the subject. The finding that the subjects

showed marked increases in gl cing over Study I is confoudded by sampling

biases in that subjects from Study I were used as subjects. Therefore,

the generalization that the adult experimenter was a highly attractive

stimuli is questionable since it is possible that the greater glancing

behavior evidenced was influenced by prior experience in Study I.

Turnure and Zigler (1964) devised a third study using naive subjects

and again found greater glancing behavior and superior learning under the

relevant cue condition as compared to the irrelevant cue condition. How-

ever, the final sample was very small thus making statistical comparisons

and general conclusions limited due to unknown sampling errors. Turnure

and Zigler concluded that comparison of results in Studies I and II indi-

cated that the greater glancing of the repeated subjects in Study II was

due to the failure they experienced in Study I, since failure has been

shown to induce greater outerdirectedness in the retarded.

Turnure and Larsen (1971) did a study which considered these possible

confounding variables. They further criticize4 the third study with the

naive subjects for its small sample and for the non-inclusion of a con-

16
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treat condition I_ which subjects would perform without an experimenter

present. Since such a control was not employed it is impossible to make

direct compa-isons of subjects' behavior with and without an adult pre-

sent. Turnure and Larsen's study sought to clarify the relationship be-

tween learning and glancing and the presence or absence of the experi-

menter and in addition, to the differential effects of:having the experi-

menter giving or not giving cues. Finally, possible sex differencee in

learning or glancing under the experimental conditions was investigated

for the first time. 'The three experi- ntal conditions were: 1) experi-

menter not present, 2) experimenter present and providing relevant cues

and 3) experimenter present and providing irrelevant cues. Theresults

were consistent -ith previous findings (rurnure, 1971), and by the in-

clusion of a contrast control condition, substantiated the data and con-

elusions of previous research. Sex differences were found which indi-

cated that mentally retarded girls might not be as outerdirected as men-

tally retarded boys. Learning data revealed significant treatment effects

on1y for boys. However, Turnure and Larsen (1971) suggested that the re-

sults for the girls may be situation specific in some way. They cited

subjective impressions of the adult examiner which indicated certain
a

differences in the general behavior of the male and female subjects.

The examiner noted that male subjects showed "extreme and active

interest in the experimenter (an adult male) while girls were more sedate

and withdrawn." The effects of this difference in pre-experimental inter-

action behaviors might have carried over into the experimental situation.

Turnure --d Larsen interpreted this condition in terms of social depri-

vation theory since all teachers of the subjects were wo_en. They cited

17
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a need for a sex of subject x sex of examiner x sex of :eacher study to

fUrther clarify this relationship.

Performance was better in the relevant cue condition than in the

irrelevant cue condition for both sexes. The finding that subjects in

the irrelevant cue condi ion performed no poorer than subjects in the

experimenter not pres nt condition suggests that the retarded children

in the study were not grossly distractible.

Results of the glancing data confirmed the hypothesis that subjects

would show greater non-task orienting in the experimenter presentcondi-

tion than in the experimenter not present condition. This non-task be-

havior is evidence of an information seeking strategy rather than any

heightened distractibility. Results of the reversal trials also con-

firmed these findings and further revealed a sIgnificant positive cor-

relation in the relevant cue condition and a significant negative cor-

relation in the irrelevant cue condition thereby subst tiating the

outerdirected hypothesis, by providing data on the relationship of

glancing and learning.

Yando and Zigler (1971) found several inconsistencies with regard

to the genesis of the outerdirected style of problem-solving. They

found in two studies (Achenbach and Zigler, 1968; Turnure and Zi ler,

1964) differences were reported in outerdirectedness between two groups

of normal and familial retardates, yet in Sanders, Zigler and Butter-

field's (1968) study differences were found between groups of normals

and organic retardates but not between groups of normals and familial

retardates. Sanders, Zigler and Butterfield (1968) concluded that

"parental expectancies result in phenomenologically more failure in the

18
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organic than in the familial retarded and, therefor_, lead to greater

outerdirectedness in the organic group." Turnure and Zigler (1964) and

Green and Zigler (1962) suggested that an outerdirected style of learning

Is not simply a direct Product of low intelligence, but it arit'es because

of an inability, due to low IQ, to meet the demands of parents and society.

They ated,that it is well documented that non-familiar retardates come

from typically more middle class backgrounds than do familials who

generally come from more deprived and.lower cLass homes. They posited

that thert is a greater discrepancy between the non-familial's parenta

expectations and his ability to _ -et their expectations than for the

famine's. The greater outerdirectedness evidenced among non-famtliala

suggest the importance of attending more to the discrepancy between

social demands and intellectual capacity than intellectual cepa ity alone,"

(Turnur. and Zigler, 1964). Yando and Zigl (1971) criti ized the Sanders

Zigler and Butterfield (1968) study for failing to employ etiology as a

dimension in their design. Their groups of organic and familial retardates

were not equated on MA or IQ. Consequently) Sanders, ZIgler, and Butter-

field's (1968) finding might be the result of comparing lower IQ and lower

MA organic children and higher IQ and higher MA familial chLldren wIth a

group of normal children whose MA falls between the two groups of retardates.

Another point Yando and Zigler (1971) sought to clarify in their study

concerned the salience of different classes of exte nal cues. Turnure and

Zigle-'s (1964) -tudy concluded that young children first employ cues pro-

vided by adults and peers, and that children who continue to rely heavily

on external cues those who have met success in employing this strategy,

eve_tually generalize to a wide variety of cuea in problem-solving situa-

19
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tions. Citing Sanders, Zigler and 8utterfield's (1968) findthg of no

differential sensitivity between human and nonhuman cues among outer-

directed subjects, and Achenbach and Zigler's (1968) failure to verify

that there is less dependence on external cues at higher than at lower

cognitive levels, Yando and Zigler (1971) focused their study on whether

human cues possess greater salience than north' an cues.

Eight groups of twenty-four children, institutionalized and non-

institutionalized familial and org-_ic retardates and younger normal

children were given a three choice discrimination learning task in which

a light cued one of two incorrect stimuli and a sticker imitation task

used by Turnure and Zigler (1964) in which the subject could imitate

designs made by an adult or presented by a machine. Results indicated

that all four retarded groups compared to the four normal groups were

more outerdirected as measured by selection of more erroneously cued

stimuli and imitating more often on the sticker game. Furthermore,

retarded subjects were found to select per istently the incorrect cued

stimulus even though their responses were not reInforced. This indi-

cated that outerdirectedness reflects a learning, strategy versus an

inherent inability to learn, since retardates learned as well as non-

retardates in the control condition where no cue was presented.

Support for the general developmental aspect of the outerdirected

construct was found in the imitation data. Younger normal children

imitated significantly more than older normal children. An intere ting

finding was tha- -ith the exception of the CA normals, the subjects

eXhibited more nonhuman than h _an imitation. It may be that this was

not a valid test of the human-honhuman cue hypothesis since Yando and

20
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Zigler (1971) .nund that more institutiona1zed nonretardates than

noninstitutionalized nonretardates made more noncued than cued errors.

Retarded subjects did not evidence this. The finding that the institu-

tionalized younger nonretardates imitated less than the noninstitution-

alized nonretardates may be related to Zigler discussion of the nega-

tive reaction tendency (Zigler, 1961). He concluded that the early

negative life experiences of the nonretarded institutionalized children

resulted in a wariness in reacting to erroneous cues given by adults.

Yando and Zigler (1971) concluded that the failure to find this attenuated

imitation in the institutionalized as compared to the noninstitutionalized

older nonretarded subjects may be due to overall general tendency not to

imitate found in the older children.

Like Sanders, Zigler and Butte- leld (1968 ), Y- do and Zigler (1971)

found the performance of noninstitutionalized organLcs was more outer-

directed than that of institutionalized familials was less outerdirected

than institutionalized familials. It appears that the noninstitution-

lized organically retarded child faces greater societal and pa ental

demands, and consequently encounters more failure which results in a

more outerdirectedness than his counterpart in an inst tutionalized

setting which is adjusted to his lowered intellectual development.

The performance of the institutionalized and noninstitutionalized

organics supported Turnure and Zigler's (1964) finding that the observed

distractibility in retardates reflected a problem-solving strategy

rather than an inherent cognitive characteristic.

Yando and Zigler's data (1971) failed to confirm Achenbach and

Zigler's finding (1968) that nontns itutionalized familials were more

2 1
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outerdirected than institutionalized familials. Importantly, differences

in the Yando and Zigler study approached significance. Caution is indi-

cated, however, in generalizing from these findings and in comparing

these t 0 studies since particular institutio'nal settings vary and are

not comparable. Also, neither article described in detail the nature of

the particular institutions in which the subjects resided so that gener-

alizations of findings can be made to subjects _n similar environments.

Another point of variability in the two studies concerns the age of the

subjects. The institutionalized familials in the Achenbach and Zigler

(1968) study were older than the noninstitutionalized familials and both

the institutionalized and noninstitutionalized familial groups in this

study were older than the familials used by Yando and Zigler. A develop-

mental phenomena might therefore, explain the differences in findings.

Also, there are procedural differences in the two studies. Yando and

Zigler (1971) necessarily paired responding to the cue with an incorrect

response while Achenbach and Zigler (1968) reinforced responding to the

cue with a correct response. Comparisons between the two studies is

difficult since their findings may be due to procedural differences.

Anxiety

The inves igation of state-anxiety as a transitory emotional state

that can vary in intensity and fluctuates over time is based on Freud's

original conception and formalization of it (1936) and as a part of

psychoanalytic theory. He described the three criteria of an anxious

reaction as being 1) it is unple 2) there are physiological con-

comitants and 3) there is an awareness that anxiety is a conscious

erience including dread fear, worry and their physiological concomi-

22
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tents (Sarason Davidson, Lighthall & Waite, 1958). The presence -f the

reaction is conceived to be a conscious danger signal associated, not only

with external danger but also with unconscious contents and motives de-

veloped from the relationships between present ana past experiences of

the individual. The development of anxiety takes place in the family

setting from the earliest years of life according tG psychoanalytic theo

(Gaudry & Spielberger, 1972). Gaudry and Spielberger describe the emer-

gence of anxiety as being a result of constant evaluation of the child

by parents in a wide variety of settings. Adverse evaluation by parents

-who were depended upon by the child for approeval, direction and support,

would create hostility which could not be expressed. Investigation into

present sttuations may reveal a connection between a present danger and

unconscious processes from previously unresolved conflicts.

The focus on the evaluative nature of the original antecedent of

state-anxiety restricts the situation in which it will occur. Phillips

describes state-anxiety as being focused on a specific class of situa-

tions, for example, test or test-like situations in school. Such a

situation became the direction of study of Sarason (1958) and the Text

Anxiety Scale for Children was developed as a result. Sarason (1958)

concluded that fear of school failure was one of the most common worries

or fears among children and that the discernment of this anxiety would
a

have very practical and clinical value in school. Since failure or

success is usually the result of having been tested or evaluated in some

manner, Sarason foc sed his investigation on this situation. In addition,

Sarason describes the test tuation as frequently working the anxious

response at a strength which would allow evaluations of theoretical con-
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ceptions about significances of -_xiety in the organization and develop-

ment of personality. He concludes his justification for the study of test

anxiety by saying that if test anxiety is an important and frequent re-

sponse to the test situation, then there is a need for a methodology for

its assessment which would have relevance for the general problem of the

nature and effects of test-taking attitudes and reactions.

According to psychoanalytic theory (Sarason 1960), anxiety evolves

from a reaction that occurs automatically to a dangerous or painful situa-

tion which is already p _ ent to a reaction which occurs before the be-

ginningof the painful stimulation. It becomes a signaling device which

warns the organism and enables it to take preventive measures to avoid

the experience of Pain. The organism learns to react to the danger sig-

nals which are both constitu ionally and environmentally determined, in

ways that may be flexible or rigid. Sarason describes these early-learned

reactions as being the basic determinants of personality and character in

later life. If the defense processes are flexible, they will probably be

adaptive in most situations. If, however, they are rigid, they may be

maladaptive and may interfere with adaptive functioning (Sarason, 1960).

Phillips (1966) also describes two basic styles of coping with anxiety-

producing situations. The approach oriented response is more reactive to

the initial experiences of a threatening situation and shows greater

adaptation to subsequent experiences in the threatening situation than the

avoidance oriented response. Ruebush (1963) describes another response to

anxiety as defensiveness. Defensiveness is a result of uncon cious

anxiety which enables the highly defensive person to experience anxiety

only Occasionally, and then only when he is in an especially threatening

2 4
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threatening situation and his defenses are inadequate or break down and

expose him to conflicts.

Phillips (1966) applies the psychoanalytic explanation for the de-

velopMent of anxiety to the school setting. He describes the child who

experiences anxiety in school situa-ions in which he is evaluated by

teacher, peers and parents (either explicitly, as in test situations, or

implicitly, as in peer relations), as reacting with hostility to the

evaluator who he believes will judge him. As desc ibed before, the hos-

tility clashes with the depending needs and is thus not openly expressed

but is, instead, turned inward agaLnst the self in the form of self-

derogatory attitude, although it may be directed toward others This

:engthens the expectations of failure and his desire to escape such

school situations. The basis for the hostility, therefore, is the corn-

parison of the failure to meet parental expectations to the school setting

where the teacher fulfills essentially the same role as a parent. Sarason

(1960) concurs with this explanation by saying that once the anxious re-

action becomes a distinctive aspect of the child's personality it can be

transferred from the interpersonal situation in which it was"reinforced

to other situations and relationships. This discounts the hypothesis

that text anxiety would be found in many children from backgrounds where

intellectual and academic achievement is not stressed but who are placed

in situations where these values are important.

Gaudry and Spielberger (1971) describe quite thoroughly basic person-

ality correlates of anxiety or coping or defensive styles of handling

anxiety. They describe anxious children as developing self-derogatory

attitudes which lead to over-concern with bodily adequacy. They summarize

2
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Sarason et al. 's findings about high-anxious children by saying that they

tend to blame themselves for their failuree, to be dependent on others

and to have difficulty expressing hostility in an appropriate manner.
a

Hill and Sarason (1966) confirmed earlter findings by Lighthall (1961,

1963) that a child with high anxiety admitted to universal worry as well

as to hostility, feelings of inadequacy and negative effect in general.

Studies investigating ways to express anger and hostility (Penney, 1965)

concluded that anxious children are less prone to explore unknown and

unfamiliar situations. Penney extrapolates further and suggests that this

child would prefer a stable, well-defined school routine, not one with a

great deal of change or where children are given a great deal of freedom.

Behaviors exhibited by subjects have been identified by objective trained

observers as being typical of anxiety reactions. Sarason et al. (1958)

observed high and low anxious children for one hour and concluded that

high anxious children, especially the boys, were less secure, less task-

oriented and less academically oriented than the low anxiety subjects.

A follow-up study of Davidson and Sarason (1961) reaffirmed the previous

findings and included such behaviors as hiding emotions, difficulty in

communications, submissiveness, caution, lack of ambition, underactivity,

underachievement, lack of attention and lack of responsibility.

The affects of anxiety upon performance and relationship of task

complexity, instructions, and worth have been of great interest to in-

vestigators of test anxiety. Paul & Eriksen (1964) investigated the

effects of telling the subjects the purpose and value of the test they

were taking. They concluded that high-anxious students did better on

examinations given under the non-stressful condition and the low-anxious
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students did better under the more stressful condition. Gaudry and Bradshaw

(1970) also found significant interaction between anxiety and examination

procedures supporting a tentative condlusion that reducing the testlike

characteristics of examination situations will facilitate the performance

of high-anxious students.

Lunneborg (1964) investigated the possibility of a corre ation between

various measures of classroom performance and anxiety level. Using the e-

sults of their anxiety scales, the TASC, the Children's Manifest Anxiety

Scale and the General Anxiety Scale for Children and reading and arithme-

tic achievement scores, he obtained significant negative correlations of

- 1S and -.32. Sarason et al. (1960) substantiated these findings that

correlations between anxiety level and achievement are negative and tend

to become higher with each grade. Frost (1968) also concurs with a study

correlating scores fro a "School Anxiety" scale and a "General Anxiety"

scale with four performance measures: Vocabulary Reading Comprehension,

Mechanical Arithmetic, and Problem Arithmetic.

Of additional interest is whether the effect's of anxiety have :Long

term consequences reflected in school performance. Hill and Sarason

(1966) found a clear relationship between change in anxiety level and

several measures of achievement during the elementary school years. Most

significant was the increas- in performance of those children who dropped

from high levels of anxiety to a lower level over those who increased in

anxiety level from low to high. In addition, Keys & Whiteside (1930) re-

vealed the finding that those children characterized as anxious tended to

average more than one year retarded in agegrade st- d ng, and nearly two

years lower in mental and educational age. Sarason (1960) however, cau-
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tions against generalization of these previous results because of the com-

plexity of the relation betweel test anxiety and achievement and that there

is a greater need to consider the possibility that test anxiety will have

di ferent effects in different kinds of s tuations.

Sarason (1960) has two hypotheses about the relation between test

anxiety and intellectual performance. First, he conjectures that when the

test anxious child has to function independently in a problem-solving

situation his performance will be affected adversely. His second hypothe-

sis is that when the problem-solving situation is structured to allow the

strong dependency needs of the test anxious subject to be satisfied, his

performance will not show the adverse effects of anxiety. He describes

the basis for these hypotheses as the assumption that the reaction of

anxiety in a problem-solving situation prevents awareness and responsive-

- ness to the external t_ k. However, according to Sarason, there are no

data to evaluate and test these hypotheses. The majority of studies that

investigate this relationship, however, have shown that anxiety can inter-

fere with intelligence. Studies by Cranich (1955) and Kent and Davis

(1957) show evidence of the specific nature of the interference in that

they show that AL L is particularly interfering in tasks such as block

design, reprodu,zion of designs from memory, and the Performance subtests

of the Wechsler intelligence Scale for Children. Lightfoot (1951) also

reported that teE anxiety can impair intelligence test performance but of

boys, not girls. ,ontag et al. (1955) concurs but also provides evidence

of the fact that anxiety has long-range effects and that certain systematic

and dynamic personality factors underlie the development of the anxiety.

,Further invi tigation into the relationship bet een anxiety and inte
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gence has encouraged studies of anxiety and mentally retarded subjects.

Tymchuch (1972) suggested that anxiety, as a situational tendency

fested when the child feels threatened, is a prevalent personality

characteristic of the EMR child from an impoverished background. As a

result of limited language models (Deutsch, 1965) and lowered levels of

parental motivation and expectations for success (Rosen, 1956, 1959), this

child may not be adequately prep -d to compete with his middle-class peers

especially in testing or evaluative situations which are too incongruous to

his previous experiences. As a result, the child experiences a high degree

of anxiety. Studies by Cochran & Cleland (1963), Feldhusen & Klaumeier

(1962), Mandier & Sarason (1952), and Reger (1964) support this conclusion

with their evidence that low SES groups score significantly higher on

manifest anxiety and avoidance scales than do the high SES group and that

this anxiety results in poor test and scholastic performance. The find-

ings of McCandless and Castenada (1956) and Hefner & Kaplan (1959), also

suggest that anxiety is debilitating among populations that include sub-

jects who are likely to be threatened by intelligence tests as a result of

a lackcpf familiarizatiodwith the testing situation.

The Test Anxiety Scale for Children consists of items concerned with

attitudes toward and experiences in test and test-like situations. Sara-

son et al. (1958) report a test-re-test reliability at 2 months at .71 and

split-half reliability at .79 and .886. The scores increase significantly

with grade but the increase is not regular or steady. Silverstein et al.

report the use of the TASC with the mentally retarded with scores being

negatively related to intellectual perfor_ance Retarded children score

higher than normal children but institutionalized and non-institutionalized

29
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did not differ on the TASC. Silverstein iden ified four factors in the

TASC: Test anxiety, general school anxiety, recitation anxiety and

physiological arousal. For retardates, the factor structure is more

complex with the order being general school anxiety, recitational anxiety,

test anxiety and one unidentified factor.

RATIONALE

Substantial evidence may be interpreted to suggest that educable

mentally retarded children who encounter excessive failure have a probl

solving style characterized by a reliance on concrete situational cues.

The substitution of environmental cues for the individual-s own cognitive

resources has been referred to as outerdirectedness (Turnure & Zigler,

1964). The degree of outerdirectedness is thought to depend on two

factors: the level of cognition attained by the child, or mental age (MA)

d the degree of success experienced through employing whatever cognitive

resources a child has available (Turnure & Zigler, 1964). With the in-

crease of greater cognitive resources and increased successful experiences,

the child should become more inner directed since such cognitive develop-

ment and motivating experiences frees the child from his dependence on

external cues. However, the current evidence on the role of the MA

(Achenbach & Zigle 1968; Massari & Mansfield, 1973) is inconclusive but

the role of failure has been well documented (Green & Zigler, 1962 Turnure,

1970(a); 1970(b); 1970(c)).

The role of failure as manifested by outerdirectedness and its rela-

ti nship to the level of anxiety experienced by the educable mentally re-

tarded child provides the central question to be investigated in the pre-

sent study. In comparison with normals of middle socio-economic status,
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the EMR child, particularly of low socio-economic status, experiences

more anxiety during threatening situat ns (Tymchuch, 1972). Silver-

stein (1964) also reports that anxiety has a negative relationship with

intelligence and, in particular, that retarded children score higher on

anxiety measures than normal children. The nature of the retarded ch id's

anxiety and how it Lnterferes with academic performance remains unclear,

however. An impo tant component of the retarded child's history of

failure may be his anxiety level. As a means of investigating this

question, this study focused on whether increased anxiety incre :es

the child's tendency to attend to environmental cues rather than to the

ask and, therefore, encourages the child to become outerdirected in his

style of problem-solving.

METHOD

Sublects

Ninety-five male subjects from intermediate classes for the Educable

Mentally Retarded were selected from seven public school districts in the

Southern California area. The children ranged in age from nine years

zero months- to ten years six months and were from school districts se ng

primarily lower-middle class families. No children were used who dis-

played any gross motor, perceptual, or sensory impairments. All children

had been enrolled in a special class for EMR children for 'at least one

academie year prior to the beginning of testing. Since a variety of

intelligence tests had been used by the various school districts to de-

termine each subject's IQ, enrollment in the special class for one year

was decided upon as testing criteria for inclusion in the study. All
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Insert Table 1 about here

subjects were administered the Test Anxiety Scale for Children. The

number of questions answered yes were totaled for each subject. All

subjects were then given the PUZZLE TASK after Turnure & Zigler (1964)

as a measure of outerdirectedness. Those subjects in the upper one-

third of the anxiety scale rankings and those in the lower one-thi d vere

randomly assigned to success, failure and control groups in order

measure the degree of outerdirectedness exhibiteo after interp lated

success and failure treatments. The TASC was then re-administered to all

subjects. A 2 x 3 factorial experiment with six subjects jn each cell

yielded 36 subjects for the measures of outerdirectedness.

P ocedures

All subjects were taken individually to a room containing a table

d three chairs. Two experimenters were used who were unaware of the

iypotheses being tested. The TASC was read to the subject __d he was

asked to answer yes or no. The experLmenter recorded the answers. The

number answered yes was totaled for each subject. The subjects were

then given the PUZZLE TASK. It consisted of two puzzles (adapted from

the horse and elephant from the WISC Object Assembly test). The experi-

menter explained, "Here are some pieces of a puzzle. When you put them

together they will make something you know. I want you to put them to-

gether as quickly as you can. While you are putting your together, I

will put one together too. Any questions? Okay,here's your puzzle.

Begin." As soon as the subject began working the other experimenter

32
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staxted the stop watch. While the subject assembled the first puzzle the

experimenter assembled the other puzzle. The experimenter left the com

pleted puzzle in view for ten seconds, then disassembled it _ d left it

in view for thirty seconds. If the subject had not completed the fir-t

puzzle, the exp:rimenter repeated the cycle with the puzzle. Upon com-

pletion of his puzzle or the end of three minutes, tire experimenter

covered his puzzle _d recorded the subject score.

The subject was then given the first experi nter's puzzle to assemble

and was told, "Here is another puzzle to put together as quickly as you

can. Do it as fas as you can. Any questions?" During both sessions with

the puzzles, an experimente- recorded the time of completion and gl- ces

f the subject. Glancing scores were recorded by tabulating the frequency

of glances at the experimenter or expe enter's puzzle.

Two weeks later, the second part of the study was conducted. Those

subjects in the upper and lower one-third of the anxiety seal- were given

the interpolated success and fatlure treatment.

Interpolated Success. Three pictures (a duck a sailboat,

airplane ) were divided into three pieces which were found to be easily

recognized and easily assembled for children of this age. Under the

success condition, the experimenter allowed the subject to complete the

assembly of the puzzle and then clicked the stop watch. The experimenter

removed the puzzle and said, "That was very good. You're good at putting,

puzzles together." The second puzzle was then given to the subject :-d

he was allowed to finish it, whereupon the examiner said, "You did very

well on this puzzle also, could you put another one together for me?"

When the third puzzle was finished, the child was told, "You put this
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puzzle together better than anyone I have asked. You're very good at

this."

Interpolated Failure. Those subjects selected to receive the

failure treatment were not allowed t_ complete any of the three puzzles.

Puzzles with this group were divided into 20 pieces, thus providing

greater feelings of failure since it was impossible for them to be

assembled in one minute by children of this age. After the subject

stopped on the fi st puzzle the exasLiner said, "You did not finish the

puzzle. You should have been able to h it before the time was up.

Since you didn't finish, I'll give you another puzzle." When the child

was stopped again, he was told, "Well, I see you did not finish it before

the time was up. You didn't finish this one either." Finally, the third

puzzle was given to the child and again the child was stopped prior rI

completing the puzzle and told "You did not do very well on these puzzles.

You must not be very good at putting puzzles together. All the other

children I asked to put these together did them correc_ly before the time

up."

Dependent Measures. Following the administration of success or

failure tasks each subject was then given two tasks: PUZZLE TASKS after

Turnure and Zigler (1964).

The puzzle task consisted of two puzzles (adapted from the man and

apple from the WISC Object Assembly). The experimenter explained, "Here

are some pieces of a puzzle. When you put them together they will make

something you know. I want you to put them together as quickly as you

can. While you are putting yours together, I will put one together, too.

But you put yours together as fast as you can. Any questions. Okay,
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here's your puzzle. Begin."

As soon as the sub ect began working the other experimenter started

the stopwatch. While the subject assembled the first puzzle the experi-

menter assembled another puzzle. The experimenter left the completed

puzzle in view of the subject for ten seconds. If the subject had not

completed the first puzzle, the experimenter repeated the cycle with the

puzzle. Time required to complete the puzzle corr__'tly and glancing

scores were recorded by the second experimel er. The subject was then

given the experinenter's puzzle to assemble and was told, "Here is

another puzzle to put together as quickly as you can. Any questions?

Begin." Time and glancing scores were again recorded.

Those subjects in the control group were given the puzzles to com-

plete but were not given the instructions of either the success or failure

group.

At completion, the TASC was given again to each subject. Following

the completion of the testing, all subjects were debriefed and told that

the interpolated success and failure were not a true reflection of their

performance on the puzzles.

RESULTS

Product moment coefficients of correlation computed to examine rela-

tionships between anxiety and measures of outerdirectedness and relation-

ships between the glancing and ti_ _ scores are 'reported in Table 2. The

number of yes responses from the first administration of the TASC failed

Insert Table 2 about here
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to have a stgniftcant relationship with either the glancing scores or the

time required to complete the puzzle. However, the number of glances and

seconds to completion correlated significantly at the .001 level. Exami-

nation cf these values of r suggests that the child who glanced more

often took longer to complete the task. The hypothesized correlation be-

tween anxiety scores and measures of outerdirectedness was not supported.

Each dependent measure was analyzed separately in order to evaluate

differences due to anxiety levels and treatment and the interaction there-

of. Data for the first measure, glancing, was subjected to a two-factor

analysis of variance. The second measure, time spent on puzzles was sub-

jected to a three-factor analysis of variance with repeated measures on

the third factor, puzzles. The third measure, anxiety scores, was sub-

jected to a two-factor analysis of covariance with the first anxiety

scores as the covariate. The 5 level of significance was adopted for

all statistical tests.

The hypothesized effect of high aiety and interpolated failure re-

sulting in increased reliance on environmental cues was not supported by

the first dependent measure, glancing. Neither main effect was signifi-

cant = .0808 and .7767 for main effects of anxiety and treatments,

respectively), nor were any significant trends among the groups identified.

Insert Table 3 about here

The hypothesized effect of anxiety treatment conditions _d puzzles

averaged across the two puzzles, however, was partially supported. The

effect of anxiety levels failed to reach statistical significance but a

stgntficant effect for t -atments was found (ttme, F = 4.6083 df 2,
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p4C.01). The main effect of puzzles also failed to reach significance as

did any interaction among the factors. With respect to the main effect

of treatments, those subjects in the control condition were found to have

taken the greatest amount of time to completi the puzzles and that sub-

jects in the failure condition took the leastount of time.

Insert Table 4 about here

The hypothesis that interpolated failure would have a greater effect

on anxiety scores was supported when an adjustment was made for the effect

of variation due to differences in prior levels of anxiety. It was found

that subjects in the failure condition had higher anxiety scores than

those in either the success or control conditons. Those subjects in the

- success group had lower anxiety scores than the control condition (anxiety

scores, F = 8.618, df = 2, ;0(.001). A significant interaction was also

found between anxiety levels and treatment conditions. Those subjects in

the low -iety group had higher

than after either the success or

failure group had higher anxiety

anxiety scores after interpo ated failure

control condition, and those in the

scores if they were previously classified

being in the low anxiety group.

Insert Table 5 about here

DISCUSSION

The present study was designed to investigate the possibility-of a

relationship between levels of anxiety and measures of out-rdirectedness
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and the role of failure in this relationship. The investigation of outer-

directedness was extended to state anxiety since it had.been identified as

interferring with performance and identified as a possible component of

the retarded child's history of failure.

The major assumption that a positive relationship exists between

anxiety and outerdirectedness was not supported by the correlational pro-

cedures that were used. Instead negative cor elations were reported

that were not close to significance but could he interpreted as zero

correlation. Such findings could be explained by the restricted range of

scores on the anxiety test limiting the amount of varIance. In addition,

the sub ects might have been too old to have been sensitive to the measures

of outerdirectedness since it is a developmental trait and will decrease

with age or the initial testing situation might have had little value to

subjects and the typically high-anxious subjects may have felt little

pressure. An alternative explanation has been offered by MacMillan &

Wright (1974) that measures of the PUZZLE TASK may be measures of dis-

tractibility rather than of outerdirectedness. The TASC may have been

subject to the effects of distractibility as the EMR subjects may have

lost interest in participating and may have given the most expedient

answer rather than the moat accurate. A test of split-half reliabil

on the TASC should be conducted to test this hypothesis. A lie and

defensiveness scale should also be administ- ed with the TASC to account

for any discrepant scores. The findings Of the study regarding the re-

lationship between glancingband time scores, however, were supportive of

those reported by Keogh et al. (1972). Those SUbjects who glance a great

deal are a so those who spend more tIme completing the puzzle.
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In addition to the lack of correlational evidence of a relationship

bet een anxiety and outerdirectedness, no effect of anxiety levels or

treatment condition on glancing scores were found. Interpolation of

success, failure or control conditions had nd significant effect on the

deg ee of outerdirectedness as measured by glancing scores. Since

puzzles were used in both the interpolated conditions and as dependent

measures, this procedure may be criticized for using tasks of such

similarity. Butterfield & Zigler (1965) make this point and use it as

an explanation for inconsistent findings among studies which experi-

mentally induce success and failure. MacMillan & Wright (1974) suggest

that greater attention should be given to differing methods of inducing

failure, transference effects to various dependent tasks, and the pos-

sibility that populations may differ in the potency of failure exper-

iences as a result of differing histories of failure MacNi1lan &

Cauffiel, 1973).

The inconsistency of interpolated success and failure condition to

have an effect is also demonstrated when time spent on the puzzles was

used as the dependent measure. Results were found which contradicted

previous studies (MacMillan & Wright, 1974). Instead of subjects in the

failure condition taking the greatest amount of time to complete the

puzzles, failure subjects in this study took the least amount of time.

Since the results did not account for successful or unsuccessful comple-

tion the failure group may not have been accurate in their performance.

Interpolated failure may have had the effect of causing subjects to work

quickly in order to terminate a st- _sful situation. This explanation

may E,E1 s/,nrcrted by the fact that subjects in the failure condition
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manifested more anxiety than those in either the success or control

condition.

As previously reported, no initial relationship was Ldentjfied

between anxiety and measures of outerdirectedness. However, when the

initial anxiety score was controlled for, significant differences were

noted with those subjects in the failu e condition and in the low-

anxiety groups becoming more anxious after the interpolated failur

This suggests anxiety may be more situation specific than a general

state of being. It might also suggest that the TASC may be more re-

flective of anxiety when the situation is cle-- y defined to the ub-

ject, and not a good measure of hypothetical anxiety-producing situation.

The.preliminary results indicate that anxiety levels do not have

direct relationship with measures of outerdirectedness. It is sug-

gested, however, that anxiety levels of retarded children as measured by

the TASC should be investigated further as should the appropriateness

of this measure'with children in special vs. regular classes. It was

reported that failure situations do increase anxiety, 88 hypothesized,

and that subjects with previously reported low-anxiety are most sus-

ceptible to an increa e when exper encing failure.

The tentative findings of the present study supports the suggestion

of more systematic investigation into the interpolation of success and

failure experiences and into the measure of outerdirectedness. Lack of

substantial evidence in the areas -f interest in this study should not

deter the researcher who is interested in problem-solving styles of EHR

children but should serve as a catalyst for future research.
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Table

Summary Table of Subjects Characteristics

36

CA

11 122 months

sd 9.76

90.70 Youths

25.34
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Table 2

Pearson r for TASC Scores, Time, and Glances

on Puzzle 1 for Total N

Puzzle

TASC Scores

TASC Scores

Total Time -

- Total Time

- Total Glances

Total Glances

Total N
N 95

-.0124

-.0931

.5111*

< .01
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Table 3

Analysis of Variance of WISC Puzzle Task for

Anxiety Levels X Treatment- on Glancing

Source of,Variation df MS

A (Anxiety) 1 .44444 .0808

B (Treatments) 2 4.19445 .7767

2 9.19432 1.7025

Within Replicates 30 5.40000

Total
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Table 4

Analysis of Variance of Time

Measures in 2 Puzzle Trials

Source df

Between-subjects 1 171697.5000 71.96231

Anxiety (A) 924.4375 .3874

Treatment (B) 2 10995.0312 4.6083*

2 1398.2500 .584

Error 30 2385.9062

Within-subjects

Puzzles (C) 8191.8750 3.5495

A x C 234.6875 .1016

B x C 2 1560.0625 .6759

AxBxC 2 2909.6250 1.2607

Error 30 2307,8§33

* p 01
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Table 5

Analysis of Covariance on TASC Scores:

Final Scores Adjusted by Initial Scores

Source df

Mean 26.57788 2.66403

Anxiety (A) 41.08765 4.11841

Treatment 2 85.97998 8.61819**

A x B 2 34.01965 3.40995*

Covariate 691.01294 69.26357

Error 29 9.97657

P .001

p< .05
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Instructions for Pilot Test

1. Take the subject individuaty to a room containing a table and three
chairs. Direct the subject to the chair on the right and then you
to the left of the subject.

2. Introduce yourself and begin reading instructions to the test.

My name is Mrs 1=20.. I'm going to be asking you some questions -

questions different from the usual school questions, for these are
about how you feel and so have no right or wrong answers. People
think and feel differently. For exatIple, if I asked you this question:
"Do you like to play ball?", some of you would put-:.:P44444-a.o4.4.44-"yes"
and some of you would put:7-4444e-sr-oldn4-"no". Your answer depends
on how xoll think and feel.

No one but myself will know your answers to these questions, not your
teacher, nor your principal nor your parents. If you don't under$tand
a question, ask me about it. Now,-let's start.

140i

1. Do you worry when the teacher says that she i- going to ask you
questiona to find out how much you know?

Do you worry about being promoted, that is, passing from one grade
to the next?

3. When the teacher asks you to get up in front of the class and read
aloud, are you a raid that you are going to make some bad mistakes?

4. When the teacher says she is going to call on some boys in the class
to de arithmetic problems, do you hope she will call on someone.else
and not on you?

5. Do you sometimes dream at night that you are in school and cannot
aoswer the teacher's questions?

6. When the teacher says she i_ going to find out hcw much you have
learned, does your heart begin to beat faster?

7. When the teacher is teaching you about arithmetle do you feel that
other children in the class understand her bettcr than you?

8. When you are in bed at night, do you sometimes vorry about how you
are going to do in class the next day?

When the teacher asks you to write on the bl-:k ard in front of
the class does your hand sometimes shake?

10. When the teacher is teaching you about reading, do you feel that
other children in the class understand her better than you do?

Do you think you worry more about school than other ct ldren?

67



12. When you are at home and-you are thinking about your av_ hmetic
lesson for the next day, do you become afraid that you will get
the answers wrong when the teacher calls on you?

If you are sick and miss school, do you worry that you will
do more poorly in your schoolwork than other children wheL you
return to school?

14. Do you sometimes dream at night that other boys and girls in
your classroom can do things that you cannot do?

15. When you are home and you are thinking about your reading
lesson for the next day, do you worry that you will do poorly?

16. When the teacher says that she is going to find out how much -

you have learned, do you get a funny feeling in your stomach?

If you did very poorly when the teacher called on you, would
you probably feel like crying even thoUgh you would try not to
cry?

18. Do you sometimes dream at night that the teeche_ is angry
because you do not know your lessons?

19. Are you afraid of school tests?

20. Do you worry a lot before you take a test?

21. Do you worry a lot while you are taking a tet?

22 After you have taken a test, do you worry about how well you
did on the test?

2 . Do you sometimes dream at night that you did poorly on a test
you had in school that day?

24.14hen you are taking a test, does your hand aake a li e?

25. When the teacher says she is going to. give the class a test,
do you become afraid that you won't do well?

26. When you are taking a hard test, do you foiTnt some thingi you
knew Very well before you started taking the test?

27. Do you wish a lot of times that you didn't worry so much about tests?

28. when the teacher says she is going to give the class a test, do
you get a nervous or funny feeling?

29. While you are taking a test, do you usually think you are.
doing poorly?

30. While you are on your way to school,A_ you som time- worry that
the class may have a test?
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UNIVERSITY OF CALIFORNIA VERSIDE

BEAKELry nAvss .invTNE I UN ANous RivEnstvz

Dea

EGO SAN r:tANCIbro SANTA DMIDARA SANTA Cnvz

IENT OF EnecAnos: RiVERSIDE, CALIFoRNIA 92502

Janua y 19, 1976

Doctorri student in Special Educatien (University of California,
Riverside) and have been given a federally funded grant to study how children
are motivated and how this mitivation influences the way they solve problems.
Specifically, I cm ihtemitcd in studying how levels of anxiety are related to
outerdirectedness, an ideutified problem-solving style of educable mentally
retarded children. by men.nA of this letter, I am asking your cooperation and

.permission to allow your child to p-Articipata in my study. The consent form,
which follows this letter vilLexplein the details of my study'end will give
you an opportunity to decide Wnether you vould like your child to be .in Iv study.
I feel that thin is a worthwhile study and will benefit children by atteopting
to iMProve future teaching techniques. If you have any questions after reading
the consent fent, please feel free to call me at (213) 825-0159.

Since

Victoria L. GrafA.

YS
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Soy una estudiante preparando mi doctorado en Educacion Especial Universidad
de California, Riverside) y he recibido una donacidn otorgada por ci gobierao
federal con el object° de estudiar como los ninos son motivados y ,_omo esta
motivacion influye la manera de como solucionan ellos sus problemas. peel-
ficamentc estoy interesada en estudiar como los niveles de anciedad
relacionados con la externalizacidn, lo cual se ha identificado come un
estilo,utilizado per los ninos retardados mentales pero edticablos en 1

scaucien do sus problemas. Por medio de esta carta solicit° su conperac o-
y permiso para qur pormita a su hijo(a) participarien este estildio. El

Consentimiento clue acompana esta carta le explicara los detalles de mi
estudio y le dar una oportunidad para decidir si le gustaria o no clue
hijo(a) participe en mi estudio. Estimo clue este es un °studio de valor yr
que b.eneficiara a los ninos al tratar de mejorar las futuras tecnicas de
ensennza. Si despues de, leer el conscntimiento.usted tiene alguna pregunta

,

por favor llam me al telefono (213) 825-0159.

Siricerarnente,

Victoria L. Graf, M.A.
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CONSENTIMIENTO PARA EL.ESTUDIO DE LAS CARACTERIST1CAS DE LA MOTIVACION

Nosotros que al final firmamos, padres de- pur
medie de la presente aceptelMos-que nuestro participe en un estudio
destinade a investirar la podpible relacion que exist° entre los nivele;sde
ancledad y 1a extcrnalizacion,,un estilo caraeterstico de como les nines
retardados mentales pero.educables solucionan sus problemas. Conprendemos
que este estudio consiste en colectar informaeion per medie de un questiona_ o
el cual requiere respuestas si o_ne concernientes a prcguntas relacionadas con
.actitudes_haeia los tests, expericncias en tests y situaciones similares y,la
terminaciA de tareas relacionadas con rompeeabezas. Esta informaciA sera
reeepilada por medie de persoeal entrenado que trabajaibaje la supervision de
Victoria L. Graf, M.A., Estudiante Doctoral en Educacion Especial (Universidad
de California, Riversidp). El tiempo necesario para la participacidn de
nuestrro(a) hije(a) sera de un total de una hora la cual serfdividida en dos
sesienes de media bora cada una, en un perfodo de dos scmanas.

1

Comprendemes que el proposito de este °studio es iniciar una investigaciàn de
lacnosible relacidn que existe entre las caracteristicas de la motivacidn,
.tales come la anciedad, y la manera por medic) de la eual los nines resuelven
sus preblemas. El propesito de esta informaeion es mejorar las futuras teenicas
de ensenanza y compregdemos qi nue uostro(a) hijo(a) no, se beneficiara en el
pres-ente de esta investigaeion. Este estudio servird como base para futL;ras
investigaeienes en este area, le cual es de esperar resulte en mejores metodes
de en5e3nza para aumentar el aprendizaje de los nins.

Tambiem aceptames que la informacion _obtenida sea utilizada de tal monera eomo
se estime conveniente ya, sea en ensenanza, publicaciones o investigacienes,
pere quo toda informacion sea presentadaPen clave y reporua como un promedio
de grupo y que en ningun memento se mencione el nombre de nuestro hijo ya sea
en reportes o presentaciones. Tambien comprendemos que-nuestro permise es
opcienal de permitir la recepllacien de informacien de los archives de la
eseuela tales come puntajer de tests de intellgencia, perfodo de tiempo en el
programa, edad cronoidgica, etc. los cuales seran utilizados en forma cenfiden-
cial y rePortades come promedie)le grupo. Al final del presente, consentimiento
hews indicade nuestra aeeptacion o negativa para la recopilacien de informacion,
de los archives de la eseuela. Tambien comprendemes que al final se le explicara
a nuestro(a) hijo(a) los precedimientes empleades en el eStudio para evitar
malentendidos. Tante los funcionaries que participan en este proyecto come la
profesora de nuestro(a) Jiijo (a) seran instruidos en mantener estricta confidencia.

Cemprende_os que cualquier pregunta goo teagames referent° a 1os precedimientes
empleados en el pro)ecto sera contestzda con prentitud y que podemos liamar a
la persona que dirije esta investieacidn (Victoria L. Graf) al teleffone (213)
825-0159 cuande tengames alguna pregunta reference a los procedimientes que
se Utilizaran en el preyecto. Tambien entendemes que podemos retirar a nuestro(a)

hijo(a) del °studio en el momento que deseemos.
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Aceptamos la recopilacion do informacion de los rchivos do Ia escuela
de nuestro(a) hijo(a), tales como puntajes deftests do int': Agencia,
periodo de tiempo en el programa, edad cronoldgica, etc.,
infprmaciOn es utilizada en forma confiden.cial para reportcs de
promedio de grupo y_siempre que el nombre.de nuestro(a) hijo(a) no
sea mencionado en ningun reporte o preentacion.

No aceptamos la recopilacion de informacion en la escuela de nuestrop)
niio(a).

Mad rc

Padre

Fecha Guardian u otro -sp clfique Fcc

Guardian u otro cspecifique


