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CHAPTER I
INTRODUCTION

The purpose of this project is to induce an anxiety reaction and describe
it in quantifiable terms. Our major focus is the role that anxiety plays in
the life of the individual in the world. Although anxiety has been more
commonly assoclated with abnormal behavior, it will be regarded as a normal
human phenomenon here.

Freud was among the first to attempt a description of anxiety. In his
early writings he deliniated an anxiety nauroéis as distinect from neurasthenia.
(1963) The ﬁnrd, "anxiety, " appears often in his discussion of other
tcategories” in psychopathology, and it took on the nature of a kind of
pressure resulting from unreleased libidinal energy. (1938)

One characteristic which the Freudian view shared with most extant
conceptualizations of anxiety is a diffuse feeling of unrest, indigeneous to thq
human organism. Although Freud conceptualized it within a psychopatholbgical
framework, the implication is that the feeling of anxlety is normal to the
human condition and that it need not necessarily be associated with neuroticism.

Kierkegaard, some sixty years before Freud, wrote of dread as something
which can move a man % greater awareness or as something which can lead him to
an "existential death."” (1946) That group in psychotherapy which look to

Kierkegaard as their intellectual ancestor have siezed upon the idea of
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existential death as being the key to much of psychopathology and even as an
explanation for such phenomena as "voodoo" death. (May, 1950; May et al,

1948) In the same vein, Frankl has coined the term, "noogenic neurosis,® to
describe the personts feeling that his life has no meaning or purpose.
(Frarkl, Victor, 19553 1959)

Again the emphasis has been on the “abnormal® and its treatment. However,
in reading the existentialists, one is struck by the ides that anxiety is a
characteristic of everyone. Rollo May made a clear distinction between normal
anxiety and that which could be considered pathological. Anxiety becomes
pathological when a person's %...Feeling of threat is out of proportion to
objective threat...” and neurotic defense mechanisms are employed so that whate
ever “cbjective threat" is really present "...cannot be confronted.® (May,
1950, p. 149)

Thus, although mants inability to deal with his anxiety has besn viewed as
8 source of most existing psychopathology, the experience of one's own anxiety
is something which all humans must share., If the reason for one's anxiety is
successfully confronted, one matures, l.e., one becomes more aware of oneself
and one's world, and,consequently, better at the everyday business of living.

Directly related to the gbove, Erik Erikson, in conceptualising human
growth and development, has written of a series of identities through which
the individual must pass, if he is to mature, in his trek from infancy to old
age. (19503 1955) Anxiety is experienced during the movement from one
"identity" to another, as, for example, from adolescence to young adulthood.
The process which Erikson describes can be looked upon as learning of a very

profound sort. The person learns to cope with his world and his being in the
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world, By analogy, anxiety can be looked upon as the motivational "pught
behind this movement or leaming. ‘

To extend the analogy still further, one could conceptualize the feeling
of "dentity diffusion®" as a fear of a loss of identity. The same concept can
be deseribed in the existentialist's language, Fear of a lack of identity
or "identity diffusion" can very readily be interpreted as & "fear of becoming
nothing,® (May, 1950) The implication of both views, the existentialist's
and the more psychoanalytically orientated Frikson's, is that anxlety,
experienced as & fear of one's inadequacy and manifested in a diffuse feeling
of unrest and hypertension, is indigeneous to the human maturing process.

In addition to the more clinical interest discussed above, there has been
a similar interest in anxiety and anxiety-like concepts within more academie
psychological circles, The work done has been primarily with anxiely
questiomnaires. Probably the foremost measure has been the Taylor Manifest
Anxiety Scale (MAS). (1953) The scale consists of statements to which the
subject responds with either a "true" or a "False." The statements deal with
feelings associated with anxiety states. The subject is asked to attest to his
own feelings of anxiety,

As wag pointed out by Taylor (1956), there are two views about what scale
scores reflect, i.¢., whether they are chroenic or acute emotional states. In
the first conceptualization, anxiety scale scores are relatively stable
indices. In the second, anxiety is conceptualized as a potential for arousal
4$he implication being .that the scale scores would be quite sensitive %o
environmental threat or to stress on the part of the person taking the test.

In this study we are operating under the second hypothesis, that anxiety,




as measured by anxiety scales, is affected by situational stress.

In dealing with anxiety questionnaires or any other situation where a
person is asked to attest to his own subjective feelings of thfeat, one must
be aware that some defend against the awareness of anxiety while others do not.
Since denial is so prevalent in defensive structures, it is probable that some
people might deny their feelings of anxiety and actually attest to fewer
manifestations of anxiety, as being true of them than in a less stressful
situation. Others might simply attest to greater anxiety.

We are going to test the hypothesis that humans will manifest greater
anxiety when they are in a learning situation in which they have made a
personal investment than they will in a situation which is less personally
involving. Stated in another way, we are asserting that when students are more
tago~involved" they will be more anxious.

In short the more distance a subject is from a stimulus object, the less
import the stimulus object has on the subject's emotional state. (Hull, 1943)
The more involved a person is in an activity, the more he tends to invest in
the activity, the more he stands tv lose if the activity is to no avail, and
the more he may fear failure. The more responsibility a person may take for
the success or the failure of the project the greater is the possibility that
the failure of the project would be personally threatening. The morse
individuals are involved in goal directed activity, the more is the likelihood
that the failure of that activity will be looked upon as a personal failure.
This renders a situation in which a person is highly invested analagous, at
least, to a stressful situation.

We are going to test the above hypotheeis in two ways. First we shall
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administer an anxiety scale to high school students, half of whom will he
exposed to the more conventional "assign-study~rscite® type of teaching for six
weekss At the end of the six week period, all classes will be re-tested.

In the former the student has the greater responsibility for learning,
since the teacher takes on the role of counselor and dees not supply infor-
mation. Instead, the student must find the information which he may need.
There iz far less structure in this type of teaching and the very lack of
structure would tend to make some people more anxious. It :ls the teacherts
role to maintain an atmosphere which would enable the student to remain ine-
volved in the learning situation. If successful, the involvement will be
greater. (Curran, 1952; Rogers, 1961). ,

In the latter, the nore conventional type or teaching, the role of the
teacher is that of information giver and director of the studentts activity.
The information given is what the teacher has decided that the students need to
have. The students are much more the passive receptors of information. They
take the responsibility for doing what they are told, but they do not take the
responsibility for their own goal-directed activity to as great an extent as
in the "student~centered® classroom. Hence, their involvement is not as
complete.

It might be argued that members of a class where the teacher takes on a
counselorts role would show less anxiety because of the acceptance of the .
counselor. Our present position 1s that the counselor's acceptance and under-
standing would not serve to lessen anxiety over the situation in which the
students had become involved so much as to enable them to channel the resulting

energy in a productive direction.
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The second waﬁr in which we propose to test the hypothesis is to administer
the anxiety scale to the classes exposed to "student~centered" teaching, as
mentioned above, at the beginning of the six week period. All students will be]
working on a project for six weeks. Half of the class will be retested two
days before the end of the project, while they are still engaged in the
culminating exercise of the projeet, Involvement should be at its height at
this point, The other half of the counseled group will be retested a few days
later, after the culminating exercise of the project has besn turned in to the
teacher. Involvement should not be as high at this point as it was a few days
before when the students were engaged 11; the project.

We are attempting to test our hypothesis in this study by using a
relatively new measure of anxiety, the Nicolay~Walker Personal Reaction
Schedule (PRS). It is econstructed in the same manner as the MAS mentioned
gbove, in the sense that it is a True/Malse questionnaire, the taking of which
constitutes the subject's attesting or not attesting to his sublective feelings
of anxiety. However, there are some important differences representing unique
innovat.ions'l |

The operational hypotheses to be tested may be gtated as follows:

1, Anxiety, operationally defined as PRS scores, will be significantly
hgher with students who are exposed to "student~centered" teaching than with

lror a discussion of the history of the MAS and the development of other
indices of manifest amriety, see below, "Review of Related Literature.” For a
discussion of the PRS, see below, "esign of the experiment.®




students engaged in more conventional learning activity.

2. Anxiety, operationally defined as PRS scores, will be significantly
hgher with students who are actively engaged in a learning aetivity than with
gtudents who have terminated their activity.

As waa considered above, there is some likelihood that a portion of a
given population will attest to greater anxiety and stress, while others will
be defended in such a way as to attest to less anxiety. This kind of change
might spread the scores out on a continum in such a way that there would be 2
greater variance of scores extracted from the "threatened" group than scores
extracted from the "less threatened" group. TFor this reason we inténd to test
secondary hypotheses of a change in variance in amxiety scale scores to
accompany greater personal investment in a8 learning situation.

The secondary operational hypotheses to be tested may be stated as folluwal

3. The variance of anxiety scale scores (PRS scores) supplied by
students engaged in "student-centered" learning will be significantly greater
than the variance of anxiety scale scores (PRS scores) supplied by students
engaged in more conventional learning activities.

lis The variance of anxiety scale scores (PRS scores) supplied by students
actively engaged in learning activity will be significantly greater than the
variance of anxiety scale scores (PRS scores) supplied by students who have
terminated their activity.




CHAPTER II
REVI®Y OF RFLATYD LITFRATURF

The great recent interest in anxiety and anxiety-like constructs has been
reflected in both molar and molecular research. Although the present study is
of the molar variety, it seems appropriate to present a brief review of the
more moleeular physiological research in areas related to anxiety.

The more regcent theories positing a central nervous system "center” for
activation, R.G., the A.R.A,S. (Ascending Retiecular Activating System), as an
intervening variable to explain a heightened state of physical excitement
(Malmo, 1959) seem to complement drive theory and the more clinicel view of
amxdiety., (Malmo, 1958; O'Kelly, 1963)

I% has been found that a general glowing down of physiological funetioning
as measured by ¥,%.G., E.K.G., G.S.R., and respiration rate occurs as the
person passes from excitement through relaxed wakefulness through drowsiness to
gleep. (Iindsley, D.B.,‘ 1951) Malmo reported a quickening of activity, as
measured in the way desoribed above, to accompany sleep deprivation., (1960)
There is & corresponding quickeming of physiological activity in the clinical
desceription of anxiety states.

French et al (1956) were able to induce ulcers in monkeys by contimual
electrical stimulation of the hypothalams. While it is not proper to
generalize to an "ulcer seat" on the basis of this work, French's experiment
does underscore the involvement of the central nervous system in a physical

8




allment which has long been associated with anxiety.

Malmo was able to induce & slowing of heart rate in rats to accompany
self-stimlation of the septal region, (1961) Malmo's work seems to shed more
light on the now classical work of Olds and Milner, (195L) On the basis of
their experimentation, they posited pleasure and pain centers in and about the
septal region, Malmo's stimlation was accompanied by & decrease in a reaction
normally associzted with a high drive state, suggesting that such & decrease is|
rewarding, !

In a more clinically orientated experiment, Malmo et al (1957) found not
only a relationship between the reception of criticism on the part of the
gubject and neck and speech muscle tension but also & relationship between the
giving of ceriticism on the part of the examiner and the same muscle tension,
There was a relaxation of speech musclaes on both parts to accompany praise.
This study is limited due to the smallness of the sample, a limitation common
to mch physiologically orientated research. However, it again underscores the|
involvement of the neuro~endocrine system in anxiety.

As early as 1908 Yerkes and Dodson found that increasing the stimuluns
magnitude aided diserimination up to & point and that any increase in
stimulus strength after that impeded discrimination., The above formulation
became Mnown as the Yerkes-Dodson law, Malmo, in connection with his activatiop
theory, has posited a graphical inverted "U" arrangement in regard to the
activity of the A.R.A.S. and the performance of the organism. In other words,
in ¥almo's view neoronal stimmlation of the A.R.A.S8. will helghten performance,
up to a point, From that point, further stimmlation wlll be accompanied by a
breakdown in performance, This again is much like the result of an acute
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anxiety reaction as described in clinical literature.

Paralleling Malmo's activation hypothesig is much of the molar _experimentah.
work in which anxiety is operationally defined in terms of anxiety scale
scores. The anxiety scales in question are, for the most part, based on
Hullian drive theory (Hall, 1943) as elaborated by Spence (1958) and Taylor
(1956), the author of the MAS, the most popular anxiety questionnaire now in
use, (1953)

The MAS was initially constmucted by taking appropriate anxiety items from
the MMPI to measure drive in lumans (Taylor, 1953) but it was not presented as
a clinical measure of anxiety, (Taylor, 1956) It has been found that it does
not correlate well with Rorschach indicators of anxiety, (Cox and Sarason.
1954t Goldstein and Coldberger; 19553 Westrop, 1953)

Since the construction of the MAS, other anxiety questiomnaires have come
into prominance, some to measure manifest anxiety in children, the CMAS
(Castaneda et al, 1956), and others to measure different kinds of anxiety,
apparently of & more situational nature, such as the Test Anxiety Questiomnaire|
(TAQ). (Sarsson, S.B., and Mandler, 1952j Sarason, S.B., &nd Gordon, 1953)

Cattell and Scheier (1961) factor analyzed commonly used anxiety scales of
the questionnaire variety and isolated six factors which were "neurotic" in
nature, However, Cattell and Scheier make a distinction between anxiety and
neuroticism, holding with the view that "meurotic" factors are intertwined with|
anxiety items on most anxiety questiomnaires,

Using anxiety scales as the operational definition of anxiety, investie
gators have found that highly anxious subjects were more easily conditioned
(Taylor, 1951), learned simple tasks better (Farber and Spence, 19533 Spence,
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1958; Taylor and Spence, 1953), and that there were differences in scale
scores between male and female., (Sinick, 19563 Taylor, 1953)

However, as tasks became more complicated or as stress was introduced low
anxiety subjects eventually surpassed high anxiety subjJects in performance.
(Childs, 155h; Farber and Spence, 1953; Mandler and Sarason, S.B., 1952;
Nicholson, 19583 Sarason, I.CG., 19613 Sperber, 1961)

Davitz (1960) in a study involving social pereeption, found that highly
anxious subjects saw themselves as less like others than low anxious subjects
saw themselves, Oynther (1957) found highly anxious subjects comminicated less|
efficiently than low anxious subjects. However, no interaction between anxiety
and stress was found., Farber and Spence found no evidence that anxiety
effected reaction time. (1956)

There seems to be many conflicting results in the experimental work done.
T.G. Sarason (1960) pointed out that the confusion is due, at least in part,
to the use of indices, such as the MAS, which measures & "general" anxlety
level. He proposes that many indices be used to measure anxiety in each
situation. It was this consideration which motivated the construction of the
TAQ, mentioned &bove,

In spite of the contradictions, Sarason, in the same review of the
literature, (1960) indicated thet the greater bulk of the research has shown
that those subjects who have been termed high anxious on the hasis of their
test scores (normally those who scored in the highest quartile of the popula~
tion sampled) behaved as outlined above, l.e., they were more readily
conditioned, learned simple tasks better, were more detrimentally affected by
stress, were less able to learn complex tasks, and tended to exhibit more
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defensive behavior than low anxious subjects (normally those who scored in the
lowest quartile of the population sampled). There are two comments which might
be made about the work done thus far. The first is that we seem to have
conceptualized anxiety in terms of extremes regarding our operational defini-
tion, virtually ignoring the middle fifty percent of the populations sampled.
The second is that high anxiety subjects seem to behave ag if they were more
nego-imvolved® than low anxiety subjects. The last point works in well with
the more clinical conceptualigations of anxiety. A more complicated task or
the introduction of stress could be interpreted as mors of a threat to the self
or "ego® and more anxiety producing.

Mich of the child work done in the area, using & children’s version of
anxi ety scales, has run a parallel with the work reviewed above, using adult
gub jeets, Thus, Castenedo (1956) found that high anxious children did less
well on difficult tasks but better on simple tasks., However, many of the
hypotheses tested were of & more clinical nature and high test anxiety in
children has often been considered indicative of maladjustment.

Iscoe and Cochran (1960) found a relationship between the degree of malw
adjustment, as measured by & Teacher's Adjustment Scale, and high Children's
Manifest Anxiety Scale (CMAS) scores, Sarason, S.B, et al (1960) found high
anmxious boys to be more insecure, Parents of high anxious children rated them
less favorably than parents of low anxious children rated their offsprings.
(Davidson et al, 1958) L'Avate (1960) found more daydreaming in high anxious
girls but greater striving for independence in high anxious boys. Sarason et
al (1958) found high anxious boys more dependent and insecure. One study,
(Phillips, 1962) suggests that high anxious children did poorer in school
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subjects than did low anxious children. Malpass et al (1960) found that
retarded children had higher CMAS scores than "normal" children, but that there
was no relationship between CMAS and I.Q., suggesting a situationmal émdety.

A munber of studies dealing with anxiety and children have suggested that
the highly anxious child is less well identified with his or her sex role.
Investigators have taken game preference (Sutton-Smith and Rosenberg, 1960),
classroom cbgervation (Sarason et al, 1960), classroom and playground observa-
tions (Iscoe and Caiden, 1960), a Masculinity-Feminity scale (Gray, 1957) and
verbal behavior (Barnard, 1961) as measures of sex role identification, Both
Oray (1957) and Tscoe (1961) indicated that low anxious children who identified
better with their appropriate sex role found more acceptance from their peera.

Tt can be seen that the work done with children is much less ambiguous and
contradictory than that done with adults, suggesting two alternatives which are
not necessarily exclusive. There is a greater likelihood that an experimenter
can control the environment more effectively or that it is already more un-
changing for him in the case of children. The second alternative is that
anxiety scales are less effective as predictors of performance as people grow
older.

Also related to the present study are the attempts to determine the
relationship between anxiety scale scores and academic achievement.

Spielberger found no correlaticn between manifest anxiety and intelligence,
(1958) Then he found no relationship between anxiety and college grades.
(1959) Finally, he found a low inverse relationship between anxiety and collegs
grades (1962), but he had to eliminate the brightest students, becsuse they

did well whether they were anxious or not, from his sample to obtain a
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relationship. It should be remarked that studies dealing with success in
college present a statistically restricted range, ablility-wise, and the
predictive value of measures of drive are perforce limited because of this
restriction. The interaction between ability and anxiety scale scores should
also be considered, i.e., one should ask what effect on a subject's anxiety
scale seore does his being placed in a challenging situation as opposed to ﬁhat
subject who might be placed in a potential failure situation.

Malmig (196L) presented his hypothesis, "differential prediction," which
seems to offer a reasonable explanation for the conflicting evidence just
cited, He found a greater variance in both the academic achievement and SCAT
scores of high anxious students than of low anxious gtudents, He hypothesized
that anxiety, operationally defined as MAS scores, lessens the predictive
validity of most measures of ability.

The present study differs from the work Just reviewed in that it is an

attempt to induce a change in anxiety scale scores.




CHAPTER III
DESIGN OF THY FXPERIMENT

Subjectss

The subjects were 99 second semester Sophomores and 87 second semester
Juniors in Tnglish classes at Lane Technical High School in Chicago. Iane has
an all male enrollment, Their ages on Jamuary 31, 1963 are listed in table I,

15




Group

;{&4%0

Junior
Junior C
dunior X
Sophomore
Sophomore C
Sophomore X
Total

TABLE I
Means & SDs of H.8. Subjects in Months

15
193
191
1%
199
198
200
186
185
186
192

21467
19.92

6.61
27.L9
26,1
20,80
27.33
16,70
18,00
15.39
20476

152
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There were four classes of Sophomores and four classes of Juniors, Two
of the Sophomore and two of the Junior classes were taught by the present
writer; one Junior and one Sophomore class was taught by teacher A; one Junior
and one Sophomore class was taught by teacher B, All of the author's classes
were designated experimental "X", (N=93) Of these, one Sophomore and one
Junior class was designated "X, (N=L3)s one Sophomore and one Junior class
was designated "X, {(N=50). All other classes were designated control "C®,
(¥=93) Fight Sophomore students were lost from teacher A's class during the
six weeks intervening between test and retest due to administrative class
leveling, These were eliminated from the sample, reducing the total
population to 178, the "C" group to 85, and teacher A's sophomore class to 18,
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TABLY II
Distribution of Subjects in Groups and Classes

Teacher A Teacher B Experimenter
c c Y X
Sophomores
N= 92 N = 18 N=26 N =27 Nz 21
Jurdors
N = 86 20 21 23 22
N, = 85 N = 93
N =178
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Test used:

We have attempted to test the hypctheses stated in the introduction by
using & relatively new measure of anxiety, the Nicolay-¥slker Personal Reaction
Schedule (PRS)e It is similar to the MAS, mentioned above, in that it is a
True/False questionnaire, the taking of which constitutes the subject's
attesting to or not attesting to his subjective feelings of anxiety, However,
there are some important differences representing unique innovations.

Th> PRS contains three subscales which correspond to the three isolated
factors representing three relatively "pure" types of anxiety. The three sub-
scales are operationally defined as:

Amxiety Type M (Motor Tension)

Type ¥ anxiety is characterized by concern with external achieve-
ments coupled with physical tension which acts as a defense against
feelings of inadequscy. Vhen Frustrations occurs, energy is channeled
somatically instead of pesychicelly, Type M anxiety results in hyper-
activity, physical and mental restlessness, or jumpiness,

Anxiety Type O (Cbject)

Type O anxiety is characierizsed by concern that external demands
and perceived expectancies may be overwhelming and one may suffer harm.
It represents & profection or rvationalization of one's personal
inadequacy. It results in a magnifieation of personal problems out of
proportion to objective reality., The emphasis is here on the external
as a source of anxiety or unrest.

Anxiety Type P (Personal Inadequacy)

Type P anxiety is characterized by the concern that one may not be
capable of meeting the difficulties of lifes The person himself feels
inadequate and the inadequacy lies within himself. There is a certain
helplessness and selfwgvaluation which may give rise to guilt feelings.
The focus of the uncertainity is one's own inadequacy. (Walker, R.%. and
Nicolny, ROC(’ 1963)

The 87 items were mixed with 30 K~scale items from the MMPI. Since we

shall use only the total M-O-P score, we shall supply normative data only for
Lihe toialz




19

TABLF III

The Mean and Standard Deviation on the
Personal Reaction Schedule for 948 Undergraduvates,

Seale Mean sh
Total M-O-P
Males : 31.39 10._50
Females 30.43 9418
Total 31,16 10.22

Tegt-Retest reliability for 197 college subjeolss
Total PRS, r = .87

Pearson Product Moment Correlation between PRS and MAS,
Total r, PRS and MAS = .71

The above data is adapted froms (Walker, R.%. and Micolay, R.C., 1963)

As can be geen from Table III, the Total M-O-P correlates rather well with
the MAS (r = ,71). Tius it would seem reasonable that many of the inferences
drawn from the use of the MAS are also applicable to the PRS,
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Progeduret

At the beginning of the spring semester all atudmts in the author's
¢lasses were asked to write a descriptive paragraph and an expository thems.
These were evaluated by the author and the studente were informed in individual
conferences sbout areas of weakness in general writing skills, ¥ach of the
canferenées were for about ten mimutes and consisted, primarily, of information
giving,

At the same time, during the first two weeks of the semester when classes
were being leveled, letters were sent to the parents of the students in the
elght classes mentioned above, asking their permission to allow their sons to
take part in an experiment., They were assured that the privacy of the
students or the families would not be violated and that the individual test
scores would be released to no one. The parents were asked to discuss the
matter with thelir sons and indicate their permission by signing the bottom of
the letter and returning it to the experimenter.

The author visited each class and assured the students that this was
merely & research project and not a subtle way of “"finding out about them."
They were asked to cooperate and were informed that, if they wished, the suthor
would return after the project!s completion and answer any reasonsble questions
about what we were trying to investipate.

All but six of the students contacted, excluding absentees, agreed to take
part in the project and returned the signed letters. The six students who
refrained were exaluded from the sample. On Jamuary 31, 1963, the PRS was
administered to all the subjects desoribed sbove.

The classes taught by teachers A and B were handled in the same manner as
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these two teachers had been accustomed. Both were women, and both had been
teaching in the Chicago schools for at least seven years. Both had received
the highest possible efficiency ratings from their principle., (Superior)

Teacher A's and teacher B's classes were re~tested at the end of a six
week period, The students were not told of the re~test beforehand,

The author's classes, those who had been &sked to write the two assign-
ments while the letters were going out, began a project consisting of inter-
related units of work on the day after the first test was administered, The ais
of the project was to improve the student's writing skills and facility in |
written expression,

The classes were handled, within the limits set down by the official
"Oourse of Study" of the Chicago Public Schools, in the manner described by
Rogers. (1961) The teacher did not attempt to lecture or give information,
Instead he acoepted and reflected back to the students whatever negative or
positive emotion which emerged during the project. He clarified and summarized
what information they had found,

Fach group was broken up into four committees which met during the last
few mirmutes of each class session to coordinate the activitles of the individuall
members, During the first two units representatives from each committee
reported their progress to the rest of the class, and at the end of the first
two unite & final paper was written describing what each individual had gained
from his two week's activities.

A brief description of the individual unlits follows:

T. Unit one was devoted to the improvement of writing skills.

Appropriste books dealing with grammar and writing style were made available to
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the students, It was their responsibility to find the information which they
needed and expreses thelr findings in the sbove-mentioned final paper of the
unit.

IT, During unit two books containing writings of modern British and
American enthors were made available, and it ims thé task of the student to
determine why the work of the successful suthor differed from their owmn and
what about it rendered it clearer, more forceful, or simply "better", The
committees began resembling discussion groups mich more so than during the
first unit,

III, During unit three all students were asked to apply what thqy had
learned, i.e., they were asked to write an expository theme, a short story, a
character sketch, or a poem, whichever they chose., Rough drafts were written
and submitted to the committees for eriticisms The boys discussed and debated
their work for over a week, while the teacher moved from group to group
reﬂecting feelings and clarifying opinions. There was mch less of negative
emotional release during this session than the pevious two, The final assign-
ment was completed during the last tlwree days of the project.

Two days bafore the colmination of the project the students in the Xx
groups were re-administered the PRS. The author's other two classes, Xy were
administered the PRS for the sewnd time two days after the completion of the
project, on the same day that the four control groups, C, were tested,

A great part of the negative emotion during the poject centered around the
teacherts role., He was on the one hand a group counselor and on the other a
discussion leader. At times, both he and the students experienced uncertainty

about what he was. As the project progressed he moved more firmly into the
role of discussion leader.




CHAPTER IV
RFSULTS

Means, Variances, and Standard Deviations of PRS scores were computed for
the total population, for the "X" group, for the “C" group, for the "XX" group,
for the "XY" group, for the Sophomores, for the Juniors, for the Sophomore "X"
group, for the Junior "X" group, and for the individual classes cn both test

23




Control
Teacher 4
Sophomore (C)
Junior (c)

Teacher B
Sophomore (C)
Junior {c)

Experimental
Sophomore (Y)
Sophomore (X)
Junior ()
Junior x)
Total
Sophomore

Total
Junior

Total

2L

TABLE IV

Mean and Standard Deviations and Variances
by Classes, Grades and Total Population

M sp° SD
Teat 1 Test IT 1 2 Tegt I
31.67 31.25 1Lk 186 12,00
3Le67 30.94 195 152 13.96
32,81 3L.80 120 159 10.96
31.92 31.73 155 232 12,15
27.T1 27.52 87 158 9.33
3h.47 .89 83 122 9.11
36,96 35.59 T2 127 8.L9
35.62 3h10 73 102 8.54
35.17 38.LkL 76 105 8.72
29.59 31,00 80 123 B.9L
3b.h1 33.07 135 169 11.62
31.37 33.02 98 153 990

33.14 33.04 1Lk 156 10.68

Test II
13.6L

11.33
12,61

15.23
12.57

11.05
11.27
10,10
10,25
11,09

13.00

12,37
12,49
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As can be seen from Table IV there 1s some discrepancy between both Means
and Variances, The discrepancy is noticeable between both test and retest with
the same group and between groups during the same testing,

Mean Differences between test and retest were computed for each of the
groups mentioned above and for whome Means, Variances, and Standard Deviations
were supplied on Table IV, A "t" test for the difference betwsen correlated
means was applied to test the slgnificance of the difference between test and

retest of all the groups mentioned above,




TABLE V

t Ratios for Differences between Correlated Means

Clasa
50pht

Soph.
Soph.
Soph.
Soph.
Soph,
Soph.

Group
nyn

non

Total

Individual CGroups and Classes

+ Ratio

2,7611
3021
.8097
.8677

1.959

1.1516

1.6970

Individual Groups-Combined Classes

Level of Sig.

+ Ratio

+ 96810
5833
» 001}
.9927
0180

+05
NuSe
N.8.
N.S.
05
N.S.
N.S.

Class
Junior

Junior
Junior
Junior
Junior
Junior
Junior
Junior

+ Ratio

1.2285
1397
2.6500
9889
2,3510
2.5327
.8920
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Level of Sig.

N.8.
N.S.
.05
N.S.
«025
«05
N.8.

Level of Significanse

N.S.
N.8.
N.Sa
N.S.
N.8.
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Net ther the "X" nor the "C" group reached significance. However, the
Junior "X group showed a significant increase in anxiety scale scores and the
Junior "C" group, which changed in the same direction, did not reach signifi-
cance. WNeither the Sophomore "X" nor the Sophomore "C" groups reached
significance in their change, but they both decreased on retest. The total
Junior population increased significantly on retest. Sophomore group taught
by temcher "A" showed a significant increase in anxiety scale scores on retest,
Junior group "Xy" showed & significant increase in anxiety scale scores on re-
test,

The significance of the differences between significant differences
deseribed above was determined by means of a2 "i" test for the significance of
the differences of differences between the Junior "X" group and the Junior "C"
group. These differences did not reach significance (See Table VI), primarily
because both groups varied in the same direoction. In other words, the
significant inorease on retest by the Junior "X® group was not enough greater
than that shown by the Junior "C" group to enable us to assert that it was due
to factors other than our total Junior populationts tendency to increase in
anxiety scale scores on reteste Thus, Hypothesis mumber 1, as stated in the
Introduction, was not substantiated.
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TABLE VI
"{" Ratios for Significance of Significance of Differences

Groups Ratio Level of Significance
Junior *X" and *C" 1.0072 N.S.
Total Sophomore

and 2. 9209 L0l
Total Junior

Most of the change in the Junior "X" group was due to that which occured
in the Junior "Xy* group; Sophomore group "Xy" actually showed decreased
anxiety scale scores on retest. (See table V) Hypothesis 2, as stated in the
introduction, was not substantiated,

If one looks at the direction of change represented on Table V, one
notices that all of the Sophomore classes, both "X" and "C" decreased on re‘cest*
and the total Sophomore population decreased significantly on retest. The
total junior population increased significantly on retest, but Teacher "Bigh
Junior class did not increase with the others. A "t" test for the significance
of differences of differences between Sophomores and Juniors was coxzputéd and a
very significant difference was obtained. The major trend in the data, il.e.,
the Sophomores decreasing on retest and the Junior's increasing on retest, was
not related to any of the hypotheses stated in the introduction. Ve shall give
further attention to that trend in the next section, "Discussion of Results."

It will be noted on Table IV that the second testing supplied Variances
and Standard Deviations which were larger than those supplied by the first
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testing. The only exception to this was those scores supplied by the Sophomore|
classes taught by teacher A, The change, however, was on the part of both the
"X* and the "C" groups.

Bartlett!s Test for Homogeneity of Variance was applied to test the
significance of this incrsase in Variance, As can be seen from Table VII, the
eight variances supplied by the elght classes of students who were tested on
Jamuary 31, 1962 appear to be homogeneous, Similarly, the eight variances
supplied by the second testing of the same groups appeared to be homogeneous,
None of the variances differed enough from the others in the sample on either
test or retest to be explained by anything other than chance. Tims, hypotheses
3 and L were not substantiated.

TABLE VII
Bartlettts Test for Homogeneity of Variance

Groups X2 Value Sig. Needed Level of Significance
Total and
8 subgroups 10,9171 1h.1 NeSe
(1st Testing)
Total and
8 subgroups 6.14316 1h.1 NeSe

(ond Testing)




CHAPTER V
DISCUSSION

None of the Four hypotheses set forth in the "Introduction" were
substantiated. There seemed to be a significant increase among the Junior
experimental group which apparently substantiated, in part, hypothesis number
one and lent credence to the notion that the added commitment involved in
client-centered teaching, along with the possible presence of unassimilated
knowledge would be detectable as an increagse in anxiety scale scores,

However, the general tendency was for all of the Juniors to increase on
retest, and a comparison of the above mentioned increase with the increase of
the control groups did not yleld a significant difference. If there was a
trend in the data which substantiated the firat hypothesis, it was "swallowed
upt by this larger tendency.

Before offering a further discussion of the lack of significant results in
this study it seems more appropriate to take up the deecisive change which did
occur in the dats.

The most unexpected result was the Junior's increasing and the Sophomore's
decreasing on retest. Conceptualizing what happened in terms of response to
anxiety laden stimli might be helpful.

One group, the younger, attested to more subjective feelings of anxiety
than the older at the begimning of a semester in a situation which was
relatively unstructured, i.e., many had never been taught by the teachers

involved, had never taken classes in the same surroundings before, and had but
30




3
an imperfect idea of what was expected of them, On retest this same group
attested to lees anxiety, The older group, the Juniors s attested to less
anxiety at the beginning of the semester in epproximately the same situation in
which the Sophomores found themselves, but on retest they attested to nore,

There seem to be three factors involved in admitting to one's anxiety by
means of a questionnaire like the PRS, The first is that the person mist be
avare of some feeling of threat or worthlessness or physical tension. If he is
avare of none of these, he will have no subjective feelings of anxiety to admit
to. The second is that he must see himself as more than or less than others in
whatever quality is in question. The third is that he must be willing to admit
to these subjective feslings.

The Sophomores atiested to less anxiety on retest in an objectively less
threatening situation than was present during the first testing session. This
ig to be expected on the basis of the first two factors outlined above.
Certainly we could argue that they had become less trusting or more defensive,
but unless we hold that six wecks of teaching and moving into a more settled
routine made them more defensive, the above argument does rnot hold up. It seemy
mch more likely that they were reflecting their own feelings.

The Juniors admitted to more anxiety with a less objectively threatening
gituation, Since their situation was approximately the same as the one in whidi
the Sophomores found themselves, the reason for the difference mst lie in the
students themselves or in the social milieu in which they found themselves,

Taking up the question from the point of view of the Juniore themselves,
one might argue that the Juniors were thirteen months older and had learned in

that erueial thirteen months to become more evasive until they had become more




32
accustomed to the situation. If this were true, we would be implying that the
opposite happened with the Juniors as happened with the Sophomores and we would
be giving as our reason the fact that they were thirteen months older. It is
doubtful that thirteen months of biological maturity is going to virtually
reverge a person's mode of behavior.

However, it might be more fruitful to consider the differences in Social
position between the Sophomores and the Jurdors, The Juniors were considered
upperclagsmen and the Sophomores lower classmen, The Juniors were probably
treated as belng closer to adults and this treatment probably entalled more
adult like defenses on their part, The Sophomores were not only underclassmen,
they were not yet sixteen, They had not had a semester of more adult~like
treatment (Both classes were in their senord semester), and sixteen is the age
a2t which a student may be dropped from schuol, a legal indication of aduli-like|
status.

Fven more far reaching is the fact that a sixteen yesr old may drive a car}
and frequently does, may date, and frequently does, and mey hold a job falling
under the minimum wage laws, and frequently does. Most of the étudmta in the
older group had enjoyed these privileges and responsibilities for about four
months, (See Table 1)

It seems that society almost thrusts adult roles and responsibilities 6ntcL
young people at age sixteen., Secondly, it has long been a tradition in our
culture that men living in the United States are not allowed the same emotional]
outlets as Furopeans. For example, American men seldom if ever are allowed
to ery, and they do not show affection, at least publicly., In short, we have
a somewhat Stoical model in comparison withy for example, the middle Furopean




group. Stoleism probably propipgates defensive denial,

The Jurndors may have been in the process of acquiring these more adult
defenses, and the greater security in having a mors structured school sitnation
and knowing and trusting the teachers moré may have enabled them to be more
"hones*b.“ This mey also offer sn explanation for the counseled Junlor group's
showing a significant increase on retest and teacher B's group showing a2 slight
but negligible decresse on retest.,

It is difficult at this time o determine what was the situation with the
Sophomores and the Juniors. Certainly, they both repregent an "in between"
state, 1,04, in between childhood and adulthoode If our reasoning is correct
in that the Juniors were thrust into adult responsibilities and the Sophomores
were still in "the womb" of childhood, then other age levels, perhaps Frzshmen
and Sophomores or Juniors and Seniors, may have been better subjects for this
study,

Our major conclusion regerding the dramatie difference in response to
anxiety questiomaire retest is that we ungittingly seem to have uncovsred a
rich and valuable area to ressarch in terms of adolescent development, This
will be discuesed further when we take up the question of further research.

The influence of the individual teachers may have been a factor in this
study. Perhaps teacher B was more threatening, less understanding, or sirply
nore demanding of adult-like behavior than the other two teachers involved.

The above does not offer an explanation for the experimental groups not
involved changing as predicted, There are two alternatives which should be
considered. The Firgt is that our instrument, Total M-0OwP, PRS, did aci
measure a "specific" enough kind of anxiety which might be attached to a




3L
learning situation, i.e., that the PRS was not sensitive to the learming
simatién with which the students in the experimentel group were preoccupled
tut was more sensitive to expressions of threat of a more "global* nature.
Therefors, the students' preoccupation with the taak may have prevanted a
signifieant change in scale scores.

In the present experiment we attempted to study a more positive type of
nanxlety," but we seem to have set out to mezsure a situational type of re-
action with a "Clobal" measure, The significant difference in directionality
between Sophomores and Juniors hints at a more ervasive change reflecting a
major alteration in the subjectts manner of living.

The above point hints at wﬁat mght be & difficulty with mich of the
research &bout anxisty, as well as with thls research. As was pointad out in
the Introduction, anxiety has been looked upon as & diffuse feellng of unrest.
However,‘ those who write in the ares will oi‘bén refer to anxiety as an in-
determinate phenomenon, and then attempt a measurement in a specific situation,

Sarasonts suggestioﬁ (1960), that there be measures of anxiety designed
for each situation, secems very appropriate. The implication is not that there
is no such thing as a "global" type of anxiety, only that people generally
axperience anxlety~like reactions asscciated with a particulag' stimlus object,
and that they will more readily attest to having anxiety like feeclings in
commection with the threatening situation of which they have been a part than
to "global" feelings disscciated from the situation.

Certainly implicit in much of the research with the MAS, when the
experimenter writes of "high" and "low® anxious subjects, is that anxiety is a

more chronie state., That work done with rore specific measures such as the




35
TAQ, when the experimenter writes of subjects in a "test® situation and those
in a "non-test" situation implies that anxiety is a more acute state. The
Hypotheses stated in the Introduction of the present paper would imply this
latter view, both in terms of the situstion and in terms of the agsimlation of
new lmowledge on the part of the students.

In addition to the acute versus chronic dilemma, there seems to be ancther
centering around whether anxiety may be viewed as 2 "normal" phencmenon or not,
Implicite to this study and to much of the published research involving anxiety
| questionnaires is the notion that anxiety is a normal phenomenon, To be more
specific, the concept ®Drive," which iln Hull or Spencet's theory is snalogous to
what the clinician's have called anxiety, has been viewed as essential to norme}l
motivation, '

We are faced with two questions regarding the nature of anxlety. The
firest is "What 41s it?" and the other is "If we accept the faet that some
anxiety 1s & necessary concomitant of learning, then how much is desirable in
leaming and how mch is too much?"

In our struggle tc answer the first question we feel that one must abandon
the operational definition of anxiety, i.e., defining it in terms of our
measuring instrument because weare attempting to define the nature of a
phenomenon which is not directly cbservable but which we attempt to quantify
by means of a oehavioral measure,

While there have been many frames of reference from which anxiety has been
studied, it seems to be a phenomencn common to the human pémn. There appears
to be ona element common to the )mmw views of the nature of anxiety. When &

person is "anxious,” he seems to be experiencing a diffuse feeiing of excitemeng
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or unrest. As was pointed out by Malmo (1957), there seems to be & heightening
of physical tension accompanying the subjective experience of anxiety.

This st#‘éa of diffuse excitement would seem to point to the presence of
threat to the individual, However, writers in the area {e.g., May, 1950) state
as their major distinguishing criteria between anxiety and fear that in fear
thelr is 2 threatening object to which the person reacts appropriately. In
anxiety states there is no "“objective® threatening object, although the person
will seak to find an "cbject” to which he can attach his anxiety,

In other words, the threat must be internal. In pursuelng the question
further, we mst ask what 1t is that results in such unrest, It would seem that
the Fxigtentialiste supply the cleerest answer to this last question. As was
mentioned in the "Introduction,® Kierkegaard (1946) and May (19503 19L.8) saw
anxiety as ". . .fear of becoming nothing® or a fear of annihilation, One
could very well argue thnt this ig analogous to Freud's castration anxliety
(1938), in that by analogy, & castrated male becomes nothing.

It mght be useful to discuss this in terms of theorists who posit a "self|
or a aelf-—emicept." (Maslow, 155li; Rogers, 1961) A fear of becoming nothing,
in these terms, could very well result from any threat to the self., If any
activity is perceived as a potential for the lowering of one's gelf esteem,
that activity is seen as a direct threat to the self concept.

Any information which & person perceives as unknown, any sctivity which
involves his changing a characteristic mode of behavior can be seen as
potentially eannihilating because the person initially does not lmow how he will
changes.

This brings us to the second point of emphasis in the existentialist's
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formalations., The anxious person does not know what it iz that he might or
might not change and he does not really know what it is that is threatening him,

hae' ]

mth these considerations in mind we would offer the following as & definition ¢
anxiety: Anxiety is a diffuse fecling of unrest in the presence of an%xgaern
stood object or activity which is, by virtue of its unknowableness, subjectively
conceived as threatening to the personfs concept of himself,

If anxiety is thought of in this light, it seems clear that human learning
could not occur unless anxiety accompanied it. This brings us to the second
question, "How mch anxiety is desirable for learning and/or how mich is too
mich?*

It 1s the present writer?'s opinion thet we can not go about determining®
how much is too much?" in a gross, quantitative mammer. Some individuals can
tolerate more anxiety than others, and some actually need an anxiety produeing
gituation vefore they will work up to their capacity. Others would be over-
whelmed by the same amount of anxiety, if we can, for descriptive purposes,
conceptualize anxiety in terms of "amount.®

What seems crucial here is the self-concept of the individual. If & persoy
perceives himself as not worthwhile, there is good likelihood that he will not
tolerate mich more threat to his meager self-esteem, This might be the key, as
well, to the acute versus chronic dilemma., %hat we have been calling chronic
anxiety is mch closer to what clinicians have been calling "neurotic anxiety."
It would seem reasonable that chromic anxiety is that which is experienced by &
person because he already has a low estimation of himself, He spends mach of
his time guarding what 1ittle self-esteem he has and attempting to bolster it

by means of defensive maneuvers. There is mich more "ego-involvament" on the
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part of this type of individual and the "ego-involvement" is usually associated
with any activity in his perceptual field, The reason for this is that he mst
guard himself from all threat, and he sees most things as threatening. This
offers further insight into the findings that highly anxious subjects do not
do as well on tasks in which there may be many interfering stimuli, and those
which have ghown that they are more easily distractable. (Sarason, 1960)

The person who has an adequate, and realistic, selfw-concept is certainly
better equipped to tolerate more anxiety and by the same token, will probably
learn more because he or she is more "open" to what is learmed and can
agssimlate it with a minimm of distortion.

Another explanation for individual differences in people's ability to
tolerate and benefit from anxiety could be the physiological makewup of the
individual, Hearkening back to the common characteristic of all conceptualiza-
tiong of anxiety as stated above, we pointed to a diffuse feeling of unrest, &
physieal tension. It is within the realm of probability that individuals may
differ in the amount of "activation" they can sustain without cortical centers
"breaking down" in thelr activity. Certainly, this more somatic view can be
geen as complementary to that asscciated with the self-concept.

One cannot adequately answer questions like "How much anxiety is too much?Y
if his only criteria are tests such as the M,4.S. or the P,R.S

Both tests were initially construeted by asking cliniecians to judge which
of a large pool of quesﬁena asked & person to &attest to his subjective feelingsg
of anxiety. The individual test items refer to feelings of inadequacy either
becauge the person himself feels inadequate and guilty, or because external
demands will make him feel inadequate, restless and jumpy. (Walker, R, F., and
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Micolay, R. C., 1963)

The P,R.S. probably does tap what we have defined as anxiety bLecause the
individual test items are, to some extent, duplications of the description which
we have presented, especially "chronic" anxiety, but that is begging the
question of "how much?"

Getting back to the question, how much anxiety is too mch for "learning,"
we must take into consideration the measure used, the task to be learned, the
self-coneept of the individual, the situation in which the leaming is to occur;
and probably other factors. Only then can we begin to quantify, admitting all
the while that what we are quantifying is behavior which seems to result from
the presence of anxiety, not anxiety itself.

At present, there is reslly no other way to quantify a construet such as
anxiety., Intelllgence testers do the same thing, They do not really measure
intelligence, per se., What they measure is behavior which seems to result from
intelligence. We quantify for purposes of better description, as if these con-
structs were directly measureables One could say the same thing sbout any
construct which one attempts to measure indirectly. This seems to be the major
limitation the empirical approach. In other words, we attempt to observe
behavior and quantify it and then postulate a hypothetical construct to "explaip"
what we have obgerved. We are further limited in that when the behavior is
verbal we mst oither accept the subject as "truthful," take some measure to
nvalidate" his seore, or fall back on an actuarial typs of validation in which
we validate our construct contimually as we validate our meagure as was done
with the M.A.8.

However inadequate and artificial this procedure may seem it is probably
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the best we have for "noomothetic" research, It is probably true that
#Tdeographic" research would serve to describe the individual better, but the
ideographic researcher is eventually faced with the problem of measuring
behavior and quantifying it. He can not avoid it if he intends to generalize
his results to any great extent, "hat may be needed is a totally new approach
to experimentation, perhaps one which attempts commmnication in some language
other than numbers, However, this last is pure speculation,

There are a nunber of avenues of productive research implied by thisstudy.

' et

As sugpgested above, a great deal of work could and should be done in the general
area of adolescence, Certainly our contention that there is a dramatic change
in a student's general 1life situation between his Sophomore and Junior year
because he is thrust into adult responsibilities and roles should be investi-
gated, It would seem to be a very important missing step in our tracing the
developmental history of the individuale We seem to have devoted much time and
effort to studying younger individuals, but adolescence still remains scmewhat
a mystery,

The presented study was conceived of in terms of "pilot" research, and
there are 8 great xﬁany wealnesses. It istort of the funetion of pilot studies
to leam from one's mistakess Aside from the question as to whether we used thpg
proper kind of anxiety measure (see above), there is another which should be
raised about the actual counseling procedure as used in the "counseled" classes}

In our "Design of the Fxperimemt" (pp. 15  above) we indicated that the
teacher ", « ¢ reflected back to the student both pesitive and negative
emotion,” that he ". + eclarified and summarized information,” This hints at a
duality or even a triplicity of roles on the part of the teacher. It might havp
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been better, both from the point of view of actual learning and the point of
view of good research methodology, if the teacher had taken a more definite
role,

The problem with the presently reported situation is that the teacher
tried to be a group counselor, a discussion leader, and, to seme‘extent, a
regource person, He could not be only a2 group counselor or therapist because
within the framework of mogt school systems, Chicago Publie being no exception,
group counseling or group therapy in a class supposedly devoted to the learning
of an academic skill would not be appropriate,

On the other hand, it is defeating the purpose of client centered teaching
for the teacher to take on the role of a resource person, because there is
really little to distinguish between that role and the more traditional one of
*Information Giver."  On the other hand it is almost absurd to consider that
the teacher would be breaking 2 mule 4if he gave a bit of information when 1t
was needed, especially in light of the fact that he must ultimately take the
responsibility of grading the students. The issue at hand is not whether he is
to give information or not, but whether he is to give it in those instances
when the student could take the responsibility to get it himself, thus robbing
the student of an opportunity to become a little more independent and, perhaps,
a little more mature,

The teacher in charge of the "counseled" groups in the present experiment
refused to answer any questions, and he probably induced much more frustration
and tension by so slavishly adhering to the "rules,"

The other role, discussion leader, which was sometimes confused with group

counselor in the present study, differs from group counselor or therapist in
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that & discussion leader tends to clarify the intellectual content of what is
gald while the counselor or therapist would tend to respond to the emotional
impact of the verbalization,

If this study were to be replicatedwwwe firmly believe that it should beww|
the role of the teacher should be clarified. If it were to be repeated in a
situation like Lane Technical High School where the students are & rather
"geleet" group, it would seem that the most productive role which the teacher
could take would be that of discussion leader., However, there would be the
regervation that if learning was being impeded because of emotional interfer-
encey then he would freely recognize the feelings and step into a counselor's
role., We feel that 1t should be clarified to all concerned that that is what
he is doing. Certainly a major flaw in the present study is that at times the
experimenter tended to confuse ambivalence with allowing the students freedom
and responsibility.

Another criticiem which might be levied against the present study is that
there was no assurance that the eontrol groups did not learn, If a replication
were to be undertaken, measures should be taken to insure that formal leaming
did not occur in the control groups.

However, as was implied above, one of the purposes of research, especially
of "pilot® research, is to investigate a field and to leamn from mistakes made
in the preliminary study, Although none of the four hypotheses were
subgtantisted, this study, if interpreted as a "pilot" study, has definite

value.




CHAPTRR VI
SUMMARY

ﬁinety»two Sophomore and eighty-six Junior High School Fnglish students
were administered the PRS at the beginning of the second semester. The total
papuhticn N = 178) was in eight individual classes,

Four of the eight classes, two Sophomore and two Junior (X), were exposed
to "¢lient-centered” teaching, One Sophomore and one Junior class (Xx) of the
X group were ref.eated two days prior to the completion of a six week project
in which the "X" groups were engaged, The other two experimental grcups (Xy)
hm! the control groups (C) were tasted at the end of six weeks, but after the
pmject had been completed.

The hypotheses to be testad weres

1.  Anxiety, operatienally defined as PRS scores, will be significantly
higher with students who are exposed to'student-centered" teaching than with
gtudents exposed to more conventional type of teaching.

2, Anxisty, operationally defined as PRS scores, will be significantly
Hgher with students who are actively engaged in e learming activity than with
students who have terminated their activity,.

3, The varlance of anxiety scale acores (PRS scores) supplied by
stmlén%s engaged in "student~centered" teaching will be significantly grester
than the variance of anxiety scale scores (PRS scores) supplied by students
engaged in more conventional learning activity.
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