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CHAPTER I

Introduction and Litersture Review

The present study has grown out of a body of research
which 18 concerned generally wilth the effects of anxlety on
intellectual functioning. The specific aim was to determine,
by the manipulation of certain examiner (E) and instructional
variables, the effects of experimentally induced stress on
intelligence test performance.

One purpose of this study was to investigate the effective-
ness of an instructional variable in altering the impact of
experimental stress. This was accomplished specifically by
testing the hypotheslis suggested by Walker, Nellsen, and
Nicolay (1965) that subjects (Ss) given "ambiguous" instructions
following fallure will perform significantly more poorly on a
subsequent intellectual task than those Ss glven "anchor"
instructions following fallure. Assessment of the effects of
instructional variables has implications for research design
and is an attempt to follow Sarason's (1960) urging that teche
niques for the experimental reduction as well as arousal of
anxiety responges be developed.

The present study was also oconcerned, in part, with the
differentlal effects of white and Negro Es in inducing further
stress in white $s who have already been stressed by initial
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fallure in intellectual performance., The hypothesis tested was
that the stress induced by fallure will be accentuated because
1t is experlenced in the presence of an E of another race, and
that such strees wlll significantly alter, for the worse, the
white §'s performance on an lmtelligence test., Validatlon of
this hypothesis would permlt further generalization concerning
the examiner variable in experimental settlings, and also has
implications for soclal theorles of race interaction.

Reviewers of research relevant to the effects of exparimentﬁr
(E) attributes on the behavior of subjects (Ss) unanimously agreT
on the need for a more systematic study of S and E varlables
(Barger, 1954; Bernstein, 1956; Dreger and Miller, 1960; Kintsz,
1965; Masling, 1960; Rosenthal, 1963; Sarason, 1960; Winkel and
Sarason, 1964). In his review of effects of E's sey, religion,
race, status, warmth, likeability, ete., Rosenthal (1963) noted
that one reason for psychologist's smlowness to study themselves
as researchers compared to psychologist's willingness to study
themselves as c¢linlcians may lle in a collective illusion about
the £ as a non-person. Desplite Hammond's (1954) cautlion that
representative design demands that both E and $§ populations be
adequately sampled if generalizations are to be made to larger
groups of E and §, none of the studies reported by Masling (1960)
extensively sampled the E population, and most studles utilized

only one E.
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Sarason (1960) wrote that the question of E as an agent in
creating a threat to 5 is a particularly relevant problem in
the creation of experimental stress situations, That theories
of anxiety should incorporate such varlables as E's sex, physi-
cal characteristics, and personality atiributes was suggested
by Kamin and Clark (1957) and has been dramatically illustrated
by the University of Rochester group (Axelrod et al, 1956;
Hellizer et al, 1956), The Rochester group has consistently
found significant interactions between enxiety scores, sex of
8 and E characteristics. For example, the latter two varlables
related more powerfully to anxiety of S8 than 4id task conm-
plexity.

The present study is concerned, in part, with the differen-
tial effects of white and Negro Es in inducing further stress
in whlite S§s who have already been stressed by initial failure
in intellectual performance, Of previous researches investi-
gating the E race variable, most have used Negro Ss, few have
used both Negro and whlte Ss, and fewer have been concerned
only with the reactions of white Ss. Only those studies with
immedlate relevance will be mentioned here.

To Allport's (1954) thesis that a "foundation for group
prejudice lles in the hesitant response that human beings have
to strangeness,” Dreger and Miller (1960) add that an American
cultural pattern (that 1s, the virtually universal use of white
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characters as 1llustrations, at least in publications white
people see) has the result that whites tend to see white as
people and black as Negro. Trent (1954) found a significant
difference between the influence of white and Negro Es on the
test behavior of white and Negro kindergarten children with a
mo ther identification test consisting of three pictures of
women, one white, one light and one dark-skinned Negro mother.
When tested by the white E, the white chlldren preferred the
white mother but shifted from a preference for light-skinned
Negro mothers to a preference for dark-skinned Negro mothers
when tested by the Negro E. White children tested by white Es
verbalized no racial remarks, while 47.5% of the white children
tested by Negro Es gave spontaneous racial remarks,

Winslow and Bralnerd (1950) reported significant differen-~
ces in the responses of whites and Negroes to the Rosenzwelg
P-F Test, but dld not systematically vary E color. With the
white Ss, extrapunitlve responses were more frequent if the
frustrating agent in the test was a Negro than if he were white,
Rankin and Campbell (1955) report a highly significant differen-
tial on the GSR of white Ss to two Es, with the greater res~
- ponse belng made to the Negro E. These authors anticlpated
their critic (Rosenthal, 1963) by noting that an interpretation
of these results as a differential response to race alone was,

although highly likely, nonetheless arbitrarily made. Since
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the two Es dlffered along dimenslions other than skin color, e.g.
height, weight, age, the experiment - to be definitive for an
interpretation in terms of race -~ would have to be run with a
sanpling of a number of dlfferent white and Negro Es.

One early study will serve to illustrate the negative
findings of the effects of skin color of the E upon the behavior
of his Ss. Oanady (1936), using both Negro and white Es in
glving intellligence tests to Negro and white §s who had not
been stressed by initial fallure, did not find any reliable
effect of E's skin color on S8 test performance. The present
study tested the hypothesis thats the stiress induced by initial
fallure will be accentuated because it is experlienced in the
pregence of en E of another race, and that such stress will
significantly alter, for the worse, the white 5's performance
on an intellligence test.

A second purpose of this study wae to investligate the
effectiveness of an instructional variable in reducing the im-
pact of axpaiimantal stress. Mandler and Sarason (1952) note
that among important variables for further research is the
speciflic lnstruction given. That is, does the test situation,
per se, produce the dlfferences between high and low anxious
groups, or .1s this difference a function of specific instruce
tione given by the E? Pinding that hlgh anxlous Ss respond

more posltlvely to instructional reassurance in an experimental
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situation than do low anxious §s, Sarason (1960) encouraged
the development of techniques for the extincetlion rather than
the arousal of anxiety responses. Sarason et al (1952) found
that while non-ego-involving instructions have no differential
effect on high anxious and low anxious groups, ego-involving
instructions do promote anxlety reactions of gs who are prone
to such tendencles in a testing situation. Citing inconsistent
relatlonships found in reporis of correlations between measures
of general anxiety such as MAS (Tayler, 1956, 1959), and in-
tellectual measures, Sarason (1960) suggests that indlces of
specific anxieties such as test anxlety may prove more valuable
for specific purposes than more general indices like the MAS,
Several investigators have also suggested that stress must be
introduced into any sltuation before anxiety will affect per-
formance on complex tasks (Sarason, 1960; Spence, 1963; Taylor,
1959). Walker et al (1965) tested the hypothesis that for
college students, the personality variable of anxlety is
negatively related to intellligence test performance under stress
condlitions, provided that such conditions are directly assocla-
ted with the testing instrument. These investigators, finding
that only one of three experimsntal groups significantly cone-
firmed the negative relationships between anxiety and mtelll.
gence expected under stress, suggested that an explanation be

found in differential instructions. Apparently, "ambiguous"
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instruetions increased the siress laduced by fallure, while
"anchor" instructions lessened the impact of stress. ‘The
present study tested the hypothesis that S8 given "ambiguous"
instruotions following fallure will perform significantly more
poorly on a subsequent intellectual task than those Ss given
anchor instructions following fallure.

In summary, thls study tested two hypotheses: (1) the
gtress induced by initial failure will be accentuated because
it is experienced in the presence of an E of another race, and
that such stress will signiflicantly alter, for the worse, the
white $'s performance on an intelligence test; and, (2) Bs
glven "ambiguous" instructions following fallure will perform
significantly mafn poorly on a subsequent intellectual task
than those S8 glven "anchor" instructions following fallure.




CHAPTER IIX

Method

Subjects. The Ss were 120 meales enrclled in intreductory
psychology sections at Loyola University. s were randomly
assigned to one of four male Es, two of whom were Negro and
two of whom were white, ZEach E administered an experimental and
& control condition, the independent variable being differentiasl
instructions.

Anxiety and Intelligence Measures, Anxlety was measured
by the Taylor MAS and the subtests M, 0, P, of the Nilcolay~
Walker PR3, These tests had been administered as part of a
regular classroom exerclse by Es other than Es in this experi-
ment. Performance on the object assenmbly (0A) of the WAIS was
used as the oriterion for intelligence and was the only task the
S8 were expected to perforn.

Procedure. All Ss were tested individually in soundproof
booths. Each S was asked to cooperate in taking part of an
intelligence test and told that the E was attempting to es-
tablish norms for college students. The § was then presented
with an impossible object assembly task, consisting of randomly
selected pleces from the WISC 04, and instZucted, "If these
pleces are put together correctly they will make something. Go
ahead and put them together as quickly as you can." Ss were

uau
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given 60 seconds and then told "Time is up." All Ss, of course,
"faiied“ the task, and it was assumed that thls experience was
stressful for them. Next, S8 in each of the four experimental
conditions were given the "ambiguous" imstructionss Put this
together as quickly as you can." gﬁlin each of the four con-
trol groups were given the "anchor" instructions: "That first
one was the hardest, the next ones wlill be easier." They were
then showed the OA manikin. Following that, the standardlzed
procedure for the WAIS QA was followed for all groups. During
testing, the E answered any questlions in an unstructural manner,
and did not otherwise enter into discussion with the § during
the testing. When testing was completed, the E read to S
"What I have just glven you is only one part of an intelligence
iast. and as such 1t only measures one very limlted aspect of
your total intellectual functioning, We are interested in your
reactions to this approach. When data are analyzed, the results
will be dlsocussed in your psychology class, and we will then
be able to explaln more completely what it 1s that we were
looking for, and what we have found." The E then thanked §
for his cooperation and time, and oaéarted him to an adjacent
testing booth were § completed an information sheet which con-
slsted of questions concerning his subjective reactions to the
testing situation.




Chapter III
Regults

Table 1 presents the means and standard deviations for
the eight experimenteal groups on each of the variables. Random
assignment of Ss to the different experimental conditions was
effective in ylelding groups whose mean differences on the
anxiety tests were not significantly different,

An analysis by inspection of the scatter plots of each
of the experiment's eight subgroups' performance on the in-
telligence measures as a function of each of the five anXiety
measures has been made. Based on this inspection, the following
analyses were conducted. Pearson rs (McNemar, 1962) were
computed to determine the degree of correlation of each of
the anxlety scores (M.0.P.T of the Nicolay-Walker Personal
Reaction Schedule, and the Taylor Manifest Anxiety Scale) with
each of three criterion measures of intellectual functioning
(Time for Manikin, Total Time for Object Assambly; and Total
Score for Object Assembly). Table 2 gives the Pearson rs which
were computed separately for each of the experiment's eight
conditions: NyE, NyC, N B, §50, WE, W30, WaE, WaC (where
N= Negro E, W= white E; 1, 2= Number of E within Race; E=
Experimental group Instruction; and C= Control group Instruc-
tion., Thus, N;E represents Negro Examiner #1, Experimental
Group Instruction; NjO= Negro Examiner #I Control Group Instruc- .

- 10 -
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tion; Wo0x White Examiner #2, Control Group Instruction, ete.).
Several of the Pearson product moment correlation coefflolients
supported the predicted interaction betwsen anxlety, as measured
by the Personal Reaction Schedule and the Manlifest Anxiety Scale,
and test performance. However, the number of Pearson rs which
reached significance was not as great as had been expected.

Since analyses of variance indicated that the introduction of

the instructional variable (Anchor versus Ambiguous instructions)
had not ylelded the expected significant differences 1ln intelll-
gence test performance, each Examiner's Control (Ambiguous
Instructions) and Experimental (Anchor Instruction) groups were
combined and Pearson rs were computed for each Examiner with

N of 30, disregarding the instructional variasble. Table 3

gives the Pearson rs for this second grouping, few of whiech
supported the predleted interaction between anxlety and intelli-
gence test performance.

Two analyses of variance were conduoted: one for Ss' Time
for Manikin; and one for Ss' Total Score on Object Aassenmbly.
Analysis of variance for a 2x2 nested deslgn was used to analyze
the data on both of these criterion measures of intelligence
test performance (Biwards, 1964)., Table 4 presents the summary
of the analyses of variance for Race, Instruotions, Race x

Ingtruoctions, Examiner within Race, and Instructions x Exsminer
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within Race with Ss scofes on Time for Manikin. Inspecilon of
Table 4 reveals that none of the Fs reached the required level
of signiflcance. HNone of the groups under the various conditlons
of Examiner, and Race, and Instructlons manifested signiflcant
differences 1n scores on the criterion of Time for Manikin,
Table 5 presents the summary of the analysis of varlance for
Race, Instruotions, Rece x Instructions, Examiner within Race,
and Instructions x Examiner within Race for Total Score on
Object Assembly. None of the Fs reached the required level of
slgnificance, MNone of the groups under the varlous coanditlions
of Examiner,; and Race, and Instructions manifested significant
differences in the second criterion of intellligence test per-
formance, Total Score for Object Assembly.

Table 6 presents the summary of analysis done on S8s post-
test questlonnalre data. Ss had been asiked to record whether
or not they felt anxlous during the testing progedure. For
the final analysls, §s vwere divided into groups accerding to
Experimental (Anchor Instructions) and Control (Ambiguous In-
struotion) conditions., In evalumting the difference between
two proportions based on two independent samples (McNemar, 1962)
it was found that the difference between the proportlon of
those under the Ambiguous Instruction whavncted having experiencef
anxlety (54 out of 60 Ss; P;w.90) and the proportion of those
under the Anchor Instructions who noted having experienced
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anxiety (48 out of 60 3s; py=.80), falled to reach the z of 1.64
required for significance at the .05 level for a one tall test.
For a second evaluatlon of the difference between itwo propor-
tions based on two independent samples, Ss were divided according
to whether they had had a Negro or white BE. The difference
between the proportion of Ss having a Negro X .and Recording
having experienced anxiety (54 out of 60 Es; p;=.90) and the
proportion of S@ having a white g:and recording having experienced
anxiety during testing (48 out of 60 Ss; pgm.80) failed to
reach the z of 1.64 required for significance at the .05 level
for a one tail test.
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Table 1
Means And Standard Deviatlons For All Variables

“Manikin  Manikin Total T Total

&

Time Score Time Score

E Condit. M S0 X S M S ¥
Neg- Exper. 16.1 6.3 6.7 <79 225.5 73.1 32.5
r0 #1 Control 15.1 3»9 6'5 081 22?01 110.5 33-6
Comb, 15.6 5.2 6.6 .80 226.3 93.8 32.5
Kﬁg"" E!pt!‘. 1’4’ 4 23 3 6- 3 1.00 185- 2 68- l 33; 9
ro #2 Control 14,0 4,3 6.6 .95 197.1 84.0 32.3
Comb. 14,2 3‘4 6.4 «99 191.1 7609 33.1
Exper. l4.9 5.8 6.8 .77 238.6 64.7 31.1
WUY® comtrol 15.5 8.2 6.6 .88 239.9 w076 31.8
Comb. 15-2 600 6.7 s83 23913 08 31.5
Wnite m‘r’ 1305 3!1 608 062 176 3 56 1 3568
#2 COontrol 14.5 3.9 6.8 .75 230.3 70.9 31.8
Comb, 14,0 3.6 6.8 .69 203.3 69.4 33.8

« & & . e “« v @
R LMY o Ol

Vit & UIUIVI Gyl Qv
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Table 1 (ocont.)
Means And Standard Deviations For iAll Variables

Total

K

Personal

Object
¥

Motor

=i

&l

8.

B Oond.

26,5 8.5
7.7 12.9
27.1 10.9

Exp
W1 Cont.
Comb.

19.3 12.5
13.5 7.0
16.4 10.5

7
3
4
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Table 2
Correlations of Time for Manikin, Score for
Manikin, Total Time for Object Assembly, and
Total Score for Object Assembly with Scores on
Tayloxr MAS and with M.0.P.T. of Nicolay-Walker PRS#

e
Examiner M 0 P T HAS

¥1E  Manikin

Negro Time 37 .62 .28 .51 .48
Esl e a a
Manikin
Exper. Score -.16 -, 60 =17 - 36 - 41
Cond. ¢
Total
Time 019 016 - 13 010 019
Total
5001‘& "'ng - 28 002 -.18 -e 11

N2 Manikin

Negro  Time .49 .19 .12 «31 .09
21 a
Manikin
Qont. 3001‘3 “‘.""3 - 15 ™ 16 - 28 - ll
Cond.
Total
Time 29 .03 23 «19 «10
Total
Scor@ "'038 b 25 “a36 -:37 "'029
#if=13
b=p < 025
e=p < 01




Correlations of Time for Hanikin, Score for
Meanikin, Total Time for Object Assembly, and

Table 2 (cont.)

Total Score for Object Assembly with Scores on
Taylor MAS and with M.0.P.T. of Nicolay~Walker PRS#®

A

NS

Bxaminer

M 4] P T MAS
" Time * 36 « 20 . 16 . 32 . 39
@
E Manikin
8”“ -o 23 014 -03 '005 ""-19
Experx.
Cond. Total
m‘ “t“ “’006 099 02# OM
a
Total
SQON -.40 006 "'nll "'023 ‘0&1
Manikin
qu Tin‘ “‘"060 ‘046 ".27 "“052 "'045
Negro  Manikin
B #2 Soore 57 48 24 «50 <41
Cont. Total
Gend. Tme -y al "“023 "‘018 *023 ".67
Total
Score .25 14 O .18 .05
#1213
a=p < .05
b=p < .025
e=p < .01

d=p < 001
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Table 2 (cont.)
Corrslatione of Time for Manikin, Score for
Manikin, Total Time for Objeot Assembly, and
Total Score for Object Assemdly with Soores on
Taylor MAS and with M.0.P.7. of Nlcolay~Walker FRS®

Examiner M 0 P 7 MAS
Manikin
HIE 1”“‘ *026 *051 “’#8 ﬁ.% “021.
%zt;]. Seore « 27 +50 +56 .5& 34
; Total
%ﬁ: Tine -, 22 -e #3 - 47 “0&5 -, 09
a
Total
Score 15 53 . 63 «52 »21
Manikin
WIO Tine +05 ~e20 w26 -, 19 -,19
t Manikin
whi ;1 Score "’il& «17 als +O7 «11
Cont., Total
oauﬁ. fim‘ - 39 - 46 . 4‘8 - AQ » 30
a & a
Total
Svore -y 40 w41 -, 43 ""128 -, 27
3 Lf=13
a=p < .05
bep < ,025
&2 < 301
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Table 2 (cont.)
Correlations of Time for Maniklin, Score for
Manikin, Total Time for Objeot Assembly, and
Total Score for Object Aseembly with Scores on
Tayloxr MAS and with M.0.P.T. of Nicolay~Walker PRS%*

Exaniner M 0 P T MAS
‘323 Manikin
TimQ "032 "029 “"012 026 -y 1#
White
E #2 Manlkin
Score « 30 «31 «11 25 «15
8xr.
Foond. Total
Th‘ 126 '06 - 21 e 17 *018
Total
Beore 528 .12 017 22 .1?
Manikin
Hae TMO aBQ -y 23 .05 009 004
¥White Manikin
§ #2 SGGN g 17 - 45 006 ,ll 013
Oont, Total
cond. TMQ 036 ‘.M nes 017 008
Total
3@9!’0 “034 uOT ""011 ""-17 “'QOG
*df=13
bap <.025
g=p <L 01




Table 3
Correlations of Time for Manlkin, Score for
Manikin, Total Time for Objeoct Assembly, and
Total Scorae for Object Assembly with Scoree on
Taylor MAS and with M.0.P.T. of Nicolay-Walker PRS#

Examiner M 0 ) < T MAS
Manikin
Time « 39 - 34 .19 37 24
b a b
Manikin
HQS-. Score -y 31 -, 31 "'017 "‘v31 -, 22
ro #1 a a a
Total
Time «25 .06 .10 .16 .12
Total
Score -, 30 -, 25 -, 20 "029 -, 22
128
a=xp £ .05
th Ji .025
g=zp < .01

d=p < .005
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Table 3 (econt.)

Oorrelations of Time for Manikin, Score for
Manlikin, Total Time for Object Assembly, and
Total Score for Object Assembly with Scores on

Taylor MAS and with M.0.P.T. of Nicolay-Walker PRS*

s
—

et
i

Exaainer M 0

T

Manikin
Time “032 "va?

““vll

-y 20

"'¢22

Manikin
Neg~- Score .20 « 34
ro #2

12

.25

.15

Total
Time .02 - 14

"".07

"006

".12

Total
Score 01 .07

“002

.02

“01#

#4228
a=p £ .05
b=p £ .025
capvflat)l
d=p < ,005




Table 3 (cont.)
Correlations of Time for Manikin, Score for
Manikin, Total Time for Object Assemdbly, and
Total Score for Object Assembly with Scores on
Taylor MAS and with M.0.P.T. of Nicolay~Walker PRS#*

Examiner M 0 4 T MAS

Manlkin
Tme "‘All *.49 "".36 "ﬁ}a ""-.20

Manikin
tht;l Score 06 32 « 34 .28 23

Total
Tine «12 .09 .12 13 »13

Total
80@1" .’OO? '12 .12 007 "001

df=28
ax=p < 005
czp < .01
dap £ 005
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Table 3 (cont.)
Correlations of Time for Manikin, Score for
Manikin, Total Time for Object Assembly, and
Total Score for Object Assembly with Scores
Taylor MAS and with M.0.P.T. of Nicolay-Walker PRS#

Examiner M 0 P T MAS

Manikin
Tim@ *;08 -;2? “"aO? "'ml# ""609

HManlikin
Hhite Score 11 35 .09 .19 14

Iotal
?1@8 *al? -.69 "&’17 ""014 “117

Total
Score 14 .18 13 «16 17

df=28
a=p .. 005
b=p <. . 025
C=p <.,01
d‘p{""& 005
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Table 4

Analysis of Variance for Race, Instructlons, Race x
Instructions, Examiner within Rsce, and Instructions x

Examiner within Race on Time for Manikin

Source daf M5 F

Race 1 207 * 3300
Instructlions 1 .02 0011
Race x Instructions 1 14.71 . 3109
Bxaminer within Race 2 8.18 . 3462
Instructions x Examiner

within Race 2 18.14 . 6812
Within Group 112 23.63

Total 119 22.33




Table 5

Analysis of Variance for Race, Instructione, Hance x
Instrustions, Exasiner within Race, and Instruotions x
Exasiner within Raoe for Total Soore on Object issembly

1,19 0165

fase 1
Instrustions 1 45,64 1.,0365
Bees x Instruotions 1 5,64 «1281
Exaniner within Zace b 72,09 2. 3223
Instructione z Sxasiney

within Bace 2 44,02 1.4180
®¥ithin group 112 31.64
Total 119 .61
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Table 6

Significance of Differences Between Independent
Proportions For Subjective Anxlety Based on §
Groups Divided According to Ambiguous Instruoction Versus
Anchor Instructions And Negro E Versus White E

Yaried
Conditions 21 22 Z

Instructions
Ambiguous «90
Anchor .80
1.53

Examiner
Negro «90

White .80
1.53

one~-talled test
.05 level of signifiocance z71.64




CHAPTER IV
Diggussion

Analysis of the data did not reveal signlificant differences
between the groups for either E's race or the instructional
variable. The fact that the F which most approached signifi-
cance (in the analysis of variance for Total Score on the Object
Asgenbly) was for the effect of "Examiner within Race" (F= 2.32)
suggests the operation of E attributes other than race or parti-
cular instruction glven. Such an interpretation, at least for
the variable of E race, would be in accord with that of Dreger
and Miller (1960) who report differences between Es of the
same race which are as great or greater than differences between
Es of different races, While it appears plausible that examiner
attributes other than race or instruotion glven were most impore
tant in determining Ss responses, 1t would be hazardous to
generallze to larger groups of E from the presently restricted
sampling of N=2 within race (Hammond, 1954; Masling, 1560).

Sampling a white college population, Rankin and Campbell
(1955) found a higher differential GSR to a Negro E than to the
white E, but eritics (Masling, 1960; Tremt, 1954) point out
that there was no conclusive proof that the dlifference was a
function of skin color, since the two Es differed along other
pertinent dimensions. Significantly different reactions to

Negro and white Es by Negro and white Ss have been reported
- 27 -
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(Athey et al, 19603 Katz et al, 1964; Katz et al, 1965; Rice,
1964; Trent, 1954; Williams, 1964; Winslow and Brainerd, 1950),
but these studies, for one reason or another, are not directly
oomparable to the present research. Trent (1954) found that
white kindergarten children shifted from a preference for light-
to darkeskinned Negro mother plotures when tested by a Negro E.
Other researchers (Campbell, 19593 Williams, 1964) however, have
noted that E's status, as well as B's race, can have an effect
in determining Ss' responses. It 1s very likely that an adult
Negro E had more "status effect" in determining reactions of
white kindergarten chlldren than did adult Negro Es testing
college Ss within their own age range as was the case in the
present research. Supporting this interpretation are the results
of the analysis of $'s post test data which parallel the objec-
tive test results in falling to yleld significant differences for
Examiner Race groups. The proportion of white Ss recorded as
having felt anxious while belng tested by a Negro E was not
slgnificantly greater than the proportion of white Ss who
reported having felt anxious while being tested by a white E,
Another important dimenslon along which the present research
and Trent's (1954) differ is that the subject matter of the
latter experiment itself was racial in nature. It seems likely
that a Negro E will have more of an effeot in influencing §8's
response to a racial pleture cholce than he will in an intelll-
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gence test where performance has no ostensible connection with
the race of E. Athey et al (1960) found a significantly dif-
ferent response to interviewers belonging to different ethnie
groups, but agaln, thelr Ss were responding to guestlonnaires
which directly involved racial issues. Thus, while several
studles reveal significant differences in white Ss response to
Negro and white Es, the subject matter has been, in most of
these researches, racial in nature, and there is little evidence
to suggest a simllar effect due to E race in Intellligence test
research, Rice and White (1964) found that thelr Ss, white
southern college students, revealed prejudice by significantly
more competitive than cooperative game behavior against a hy-
pothetical Negro peer as compared with their treatment of a
hypothetical white peer. There 1s the possibllity that in the
present study, white Ss, experiencing anxiety due to inltial
failure, percelved themselves in a competitive situation with
the Negro examiner who appeared more like a peer than an
authority figure, and thus, they tende& to overcompensate
successfully for the experienced anxiety., It has long been
argued and demonstrated in research (Katz, 1964; Katz, 1965;
Dreger and Miller, 1960) that Negro Ss perform intellectual
tasks less efficlently when the E is white rather than Negro,
but there is little evidence to support the ocontention that
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white S8s will react similarly to Negro Es when the roles are
reversed,

That no gongistent and silgnificant differences were found
in objective test results or subjective report data hetween the
groups for the instruetional variable might be explalined, at
least in part, by individual examiner differences already dis-
cussed, Noting that the problem of variance among Es in the
manner in which instructions are communicated cannat be over-
emphasized, Sarason (1960) wrote that "even when quite explicit
instructions are administered to S, there remains the problem
of the adufnistrator of these instruotions.” The additlonal
faet that so few of the correlations computed between Object
Assenbly oriteria and anxlety measures came out significantly
in the predicted direction, ralses another question basie to
the discussion of the present experiment; namely, the sensi-
tivity of the WAIS 04 as an anxiety indicator. It has been
propomed that i1f an E wishes to determine whether or not a
8 has been anxious during intellligence testing, E might do
better to simply ask him rather than to rely on certain tra-
ditlonal WAIS subtest indicators (Walker and Spence, 1964).
This suggestlon reflects the reservations of many who have
regsearched WAIS subtests individually and in patterns for
dlagnostic cues of anxiety (Gilhooly, 1950; Guertin et al,
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1956; Guertin et al, 1962; Lewinski, 1945; Matarazzo, 1955
Matarazzo et al, 1954; Moldawsky and Moldawsky, 1952). ‘Fbr
example, Warner (1950) found, in contradiction to traditional
assertions by Repaport (1945), Mayman et al (1951) and Wechsler
(1958), that 0A was higher with anxiety newrotics than with
normal controls. Siegman (1956) reported that none of the
individual WAIS subtests correlated significantly wlth the MAS,
Rashkis and Welsh (1946) found that OA was one of the signs
showing the least discriminatory value among Wechsler anxiety
indicators.

In sumnary, included among suggestlions for lmprovement 1n
the design of the present experiment would be: a substantial
increase in the N of Ee as well as H of Ss; inorease in status
distaence between S and B, and utilization of an intellectual
task which is more gsensitive to the effects of anxiety, possibly

paired assocliate learning.




CHAPTER V
Suums.

The present study was intended to determine, by the nani-
pulation of certain examiner (E) and instructional variables,
the effects of experimentally induced siress on intelligence
test performance., The specific hypotheses were: (1) Stress
induced by initiasl failure will be accentuated becawse 11 is
experienced in the presence of an ¥ of another race, and that
such stress will significantly alter, for the worse, the white
8's performance on an intelligence test; and, (2) 8s given
"ambiguous" instructions following fallure will perform signi-
flcantly more poorly on a subsequent intellectual tagk than
those S8 given "mnchor" instructions following fallure., A
concurrent hypotheslis predicted negative correlations between
the personallity variable of anxiety (as measured by standardized
anxiety questionnalres) and intelligence test performance under
stress conditions directly assoeclated with the testing instrument,

Eight groups of undergraduste Ss (N=120) were administered
the WAIS Object Assembly (OA) subtest and two anxiety question-
nalres. The administration of OA was preceded by an impossible
task for all subjects. Bach of the four Es (two Negro and two
white) administered "ambiguous" instructions following initial
fallure to his experimental group (K=15), an "anchor" insiruction

to his ocontrol group (N=15). The predicted significant and
- 32 -
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dirterehtiating effects due to the variables of E race, in-
structions, and thelr interactions were not found. That 1s,
neither hypothesis "1" nor hypothesis "ot yaere confirmed.
Partial support, however, was found for the concurrent hy-
pothesis of negative correlation between WAIS OA scores and

anxiety scores.
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