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ABSTTACT

This paper describes an ongoing treatasent prograg
based on a cognitive~attentional interpretation of text anxiety. The
primary goal is to tTain studentc to eliminate self-relevant
+hinking, and increase task-relevant thinking, i.e., to turn their
attention from the self to the demands of the external situaticn.
Three studies are described. The first involved 16 university
students in three treatment conditions (Task-Attending,
mask-Attending and Relaxation Training, and Self-Attending.) Results
indicate that training in cask-attending, wvith or without relaxation
training, was benaficial to students® anxiety levels. The second
study involved U8 tast-anxious third and fourth graders. Sixteen
children vere placed in a task-attending training group, another 16
were in a placebo treatment group vhile still another 16 were in a
no-treatment control group. There was a reduction in test anxiety
level for all groups, with the group given task-attending training
showing the most improvement and the no-treatment group the least.
The third study launched in Fall 1973 and continuing through Spring
1975 involves an ongoing project with university students, and
oxamines effects of exposure to modeling video-tapes, and extensive
task practice. The author believes test anxiety is only one aspect of
a more general personality disposition of evaluation anxiety.
(Ruthor/HMV)
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~1he participants in this symposium are presenting theories and
evidence regarding the effects that self-awareness has on cognitive performance,
responsibility attribution, and therapeutic goals. For the past few years I
have been working with test-anxious people, people who are prone to become
intensely, painfully self-aware when under evaluative stress. Test-anxious
people carry around with them a set of habitual, negative self-wrelated
thoughts, an unnecessary 'do-loop" built into the cognitive system, readily
triggerced by the threat of evaluation. These thoughts may take a variety of
forms; but most of them are of a self-deprecatory, worrying nature. In an
evaluating situation, test-anxious people may worry about how they are doing,
browheat themselves for poor preparation, think about the time passing, worry
about the consequences of doing poorly or how other peovole are doing, think
about how tense and upsect they feel, etc. Whatever forn the thoughts take,
rhev invariably are irrelevant to the task at hand and interiere directly
with getting the task done. As a3 result, test-anxious people consistently
per form more poorly on cognitive tasks given under evalﬁative conditions than
do less anxious people (See I. Sarason, 1971,dé;d Wine, 1971, 1973 for reviecws).

Some of the other symposium participahts have found that under certain
conditions sclf-awareness may be benefici%l to'task performence and therapeutic
goals. The apparent contradictioﬂs betweén their views and mine are due to
two major factors. One is that test-anxious people comprise a small
1Paper presented as part of a symposium entitled "Self-Confrontation and
Self-Awareness', at the annual conference of the American Psychological

Associat ion, New Orleans, August, 1974.

2The research described in this paper was supported by Canada Council grant
#571-0272 and Ontario Mental Health Foundation grant #445-7313.
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proportion of the gencral population, 1.e., the upper 15-337 of score
listributions on weasures of test anxiety such as the Test Anxiety
Questionnairc (Mandler & Sarason, 1952), the Test Anxiety Scale (I, Sarascn, )
1958), and the Test Anxiety Scale for Children (Sarason, Davidson, Lighthall,
wWaite & Ruebush, 1960)., Indeed, persons scoring at lower levels on thesc
measures respond to evaluating conditions in a manner oppositeto that” of
hizhly test-anxious people, becoming moere attentive to task variables and
seriorming well, The second major factor lies in the nature of the self-
awarvness to which is being referred. The highly test-anxious person is
locked into a habitual set of negative self-cognitions which takes him or

her into the self, out of the task situation, away‘from coping with the here
and now. The self-awareness which the less anxious person experiences when
heing evaluated most likely has to do with a veridical assessment of the
adequacy of his/her responsiveness to current environmental demands.

The attentional analysis of the interfering nature of self-awareness in
the e¢valuation-anxious person may appear contradictory to Duval and Wicklund's
(1972) theorv of ijective self-awareness. In the state of objective self-
awareness, the person is self-focused, views the self as an object and judges
and evaluates thie self against standards. Duval and Wicklund (1972) and
other rescarches (Liebling & Shaver, 197 4) have found that heightening the
state of objective <ol f-awareness, through the use of devices such as mirrors
or videotaping of behaviors, frequently improves cognitive task performance.
These procedures are similar to the highly evaluative or "ego-involving"
conditions used in test anxiety research, As notcd, such conditions improve
the cognitive performance of the bulk of the population, while only the

per formance of the highly test-anx.ious person is debilitated. The test-

anxious person under highly stressful evaluative condi tions appears to be



in a chronic state of objective self-awareness. The less anxious person
secms able to respond treely to task demands and to shift readily to an
evaluative assessment of the effectiveness of those rcsponscé.

.‘s. ’

My interprc¢tatiorf of the nature of test anxiety and its effects is
clearly a cognitive-attentional one, partially stimulated by the work of
Licbert and Morris and their colleagues (Doctor & Altman, 1969; Liebert &
Morris, 1967; and Morris & Liebert, 1970). They have analysed anxiety into
tite two components of Emotionality and Worry. Emotionality or physiological
arousal is consistently elicited among test-anxious people in testing
cituations. However, it is fleeting, confined to the evaluating situation,
and does not consisterily interfere with cognitive performance. It is the
Worrv or cognitive component which is stable and enduring, which triggers
the emotional arousal, and which interfercs directly with cognitive
per formance.

The importance of the cognitive component in test anxiety is supported
by a review of the test anxiety treatment literature reported by Allen (1972),
as well as by a large-scale study completed by Allen (1971). Test anxiecty
treatment has been laryely guided by a unidimensional emotional arousal
view of the nature of test anxiety, 8s exemplified by systematic
dcsensitizat{on procedures. In this greatment approach, anxious people are
trained to relax in the presence of progressively more stressful imagined
situations. The studies reviewed by Allen (1972) demonstrate that dealing
solely with the emotional arousalﬂg}mension of test anxiety through
sv.tematic desensitization is insufficient to consistently improve cognitive
pertormance, though students typically report reductions in anxiety level,
Treatment approaches which combine systematic desensitization with procedures
that deal directlyv with the cognitive dimension of test anxiety, c¢.., study

counselling, much more consistently improve cognitive performance.




In the remainder of this paper, I will describe an ongoing treatment
proyramme based on a cognitive-attentional interpretation of test anxiety.
Two studies have been completed; one is currently in progress. The primary
therapeutic goél in each of the studies has been to train students to
eliminate selt-relevant thinking, and increase task-relevant thinking. i.c.,
to turn their attention from the self to the demands of the external situation.
Paradoxically, this treatment inevitably involves training in sel f-awareness
in the sense of learning to mouitor one's thought processes, if only to
make the simple discrimination between se)f - levant interefering thinking

and appropriate task-relevant thinking.

The Treatment Programme

Studv l: The first exploratory study involved 16 university students in
{ treatment conditions, each composed of 6 hour- long group sessions. The
nature of the conditions was derived from a strictly cognitive-attentional
interpretation of test anxiety stated as follows:

“"An attentional approach is explicitly concerned with how

the subject uses his task time--his cognitive activity,

what he is thinking about and attending to... This approach

implies little interest in autonomic arrousal per se. In

this context, degree of arousal is irrelevant unless § is

attending to his arousal (Wine, 1971)."
[n Licberrand Morris' terminoloyy, we were focusing on Worry rather than on
Fmotionality.

In the first treatment condition, labelled Task-Attending, students
worked on a variety of tasks during the sessions. They were given instructions
to inhibit self-reievant thinking and to maximize task-relevant thinking.
Thev also viewed two videotapes which illustrated the interfering effects of

self-relevant thinking and the positive effects of task-relevant thinking and

behaving. A second treatment condition, Task-attending + Relaxation Training,



provided students with training in progressive relaxation, as well as
training in task-attention, They also viewed tne videotapes., A third
condition, Self-Attending, was designed as a placebo ;ontrol condition.
These « tudents worked on the same tasks in the same sessions as those
in the Task-Attending conditions. However, their attention was directed
introspectively to their feelings and self-relevant thoughts while
working.

The dependent measures consisted of self-report anxiety questionnairces,
tihe Achievement Anxiety Test (Alpert & Haber, 1960) and the Worry-Emotionality
Scale (Liebert & Morris, 1967), as well as two cognitive performance
measures, a digit symbol test (Brown, 1972) and the Wonderlic Personnel
test (Wonderlic, 1961).

The major results are presented in Table 1. Multiple t-tests ré;ealed
that students in the Task-Attending condition improved significantly on all
ot the dependent measures, with the exception of the Worry-Fmotionality
scale, though reduction in Worry scores approached significance (t=1.59,

L l02p7.0%).,  Students in the Task-Attending + Relaxation Training condition
improved siuzniticantly on the two per formance measures, and on the AAT
Facilitating Anxiety Scale. The students in the Self-Attending condition
did not change significantly on any of the measures, though they showed
nearly siygnificant improvement in Wonderlic scores (t+1.61, .107p7.05).

Between condition comparisons by means of totests of the magnitude of

4
chance in the three conditions showed that students in the Task-Attending
condition improved significantly more (p¢-005) in Facilitatiné Anxiety
scores than did those in either of the other two conditions. When
compared to the Self-Attending proup, the Task-Attending group showed nearly

significantly mae improvement (.107p7.05) on the AAT Debilitating Anxicty

Scale (t=1,74), the Wonderlic (t=1.82), and the Digit Symbol tests (t=1.39).
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The Task-attendine + Relaxation Training proup improved signiticantly more in
Dipit Svubol scores (t=3.67, p€.005), and ncarly significantly more in
wonderlic scores (t=1.35, .107p7.05) than Jdid the Self-Attending group.

There was some suggestion that a shift from self to task-attending,
indicated by improvement in copnitive per formance, occurred quite early
in the six sessions. Matched forms of the digit symbol test were
adminisferéd in sessions 3 and 5, as well as pre and post-treatment. Highlv
significant pains in performance in both task-Attending groups were madcu
from the pre-treatment to the session 3 test (Task-Attending t=5.28, p<L.005,
Task Attending + Relexation Training t=5.87, p<.005). These éains were
maintained, but were not improved upon. The Self-Attending students did
not improve in any of the digit svmbol test comparisons.

In sum, training in task-attending, with or without relaxation training,
was beneficial to students' experienced anxiety levels and to their cognitive
nertormance, while sclf-attending was not. It is especially interesting to
note the improvement in cognitive per formance resulting from task-attending
training, as well as the increase in facilitating anxiety. Facilitating
anvietv might be described as the abiltity to direct the energy and alertness
associated with emotional arousal in a task-relevant manner.

Grode 2. The secand studv in the series explored the effectiveness of
copnitive-attentional training for use with test-anxious children. Forty-
eivht children in grades 3 and 4 were selected from the upper third of a
core distribution of 193 children on the Test Anxietv Scale for Children
(Sarason et al., 1960). Sixteen children were given Task-Attending
traininy: lb were in a placebo treatment group; and 16 were in a no-treatment

control sroup. The taree groups were roughlv equal in 1.Q., TASC scores,
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and socio-cconomic level as indicated by paternal occupation. Two female

therapists, an expericnced one and an inexperienced onc, were used in the
studv with each therapist conducting two groups in each treatment condition,
and each group composed of four children. The treatment groups met for six
twice-weeklv hour-lon;, sessions. The children were pre and post-tested in
their revular classrooms with a general ability test, the IPAT Test of G
(Cattell & Cattell, 1957), a bricf reading test, the Gates-McGinitic Test

of Speed and Accuracy (Gates. & McGinitie, 1965), and the Test Anxiety Scé\e
for (hildren (S. Sarason, et al, 1960). Unfortunately (?) it was not
possible to cvxamine academic performance as the school's acadcmic records
wcrc‘cntiruly anccdotal.

The procedures used in the Task-Attending training condition were quite
similar to those used in the attentional training conditions of the earlier
study with university students. However, the training dealt @irectly with
v Fmotionality component of test anxiety, as well as the Worry component.
As in the evarlier study, the purpose of the condition was to train the children
to attend fully to task-relevant variables while working on cognitive tasks.
Informal observation in the earlier study suggested that self-instruction in
relavation is an excellent means of gaining control of one's attentional
processes. Moreover, ''when arousal becomes quite extreme, it is attent ionally
denandiny (Wine, 1971, p. 100)". Thus we considered it important that the
(hildren learn to manage the unpleasant physiological side effects of
anxiety. The children worked on a variety of tasks duging the sessions, both
individual and group tasks. The procedures involved some basic training in
celf-instructions pencrally useful in approaching tasks; i.e., "Find out
~hat 1'm supposed to do", "Read the instructions carefully", "Don't worry,

just pay attention to the test'". They were also given training in self-

structuring of tasks and in progression through them in an orderly, systematic



[#

fasnion. Approximatelv 5 - 10 minutes of each 50-minute session were
devoted to training the children to instruct themselves in simple deep
hreathing exercises. This kind of relaxation exercise was sclected becattse
of its demonstrated effectiveness in reducing phvsiological arousal (Wescott
& Huttenlocher, 1961; Wood & Obrist, 1964; and Deane, 1964), the brevity and
easc of teaching iv to children, and its ready transferability to classroom
situations,

The placebo treatment condition was designed to control for therapist
contact and proup interaction. [n each session the children engaged in an
imaginative activity, such as drawing pictures and telling stories about
them, and making up plays and acting them out. No effort was made to direct
the activities toward school or test-related material.

The basic data on the three outcomé”%ﬁasures are presented in Table 2.
Thev were analvsed by means of repcated measures analyses of variance
(Tahles 3,4, and 5), and by appropriate post-tests: There were no significant
di fferences on the therapist variable. Consequently the data was collapsed
across this variable, There was no change in any group on the reading test.
The single significant F ratio in the analysis of variance of TASC scores
was for the Pre-Post variable (F=41.53, pe001), indicating that there was
a reduction in test anxiety level in the entire sample. Individual means
comparisons indicated that the test anxietv levels of the children given
Task-Attending training showed highly significant reduction (F=14.27, pg-005),
children in the placebo condition improved as well burt at a3 lower level of
sipnificance (F=5.52, p¢.05), while the chanjgin test anxiety scores of the
no-treatment control group only approached significance (F=4.06, A07p 7.05).
However, there were no significant differcnces in comparisons on the magnitudes

of change between conditions. The single measure which yielded a sipgnificant



interaction (F=10.26, df=2/45, p<.001) bhetween treatment condition and the
Pre-Tost variale was the IPAT Test of G 1. Q. scores. Individual means
comparisons revealed that the'I.Q.'s of children given Task-Attending
training improved at a highly significant level (F=17.61. df=1/31, p<.001),
while those of children in the placebo group (F=,93, df=1/31, ns) and the
Control proup (F=.03, ns) did not. There was also a highly significant main
effect (F=lo.60,dt=1/45, p{.001) for the Pre-Post variable: but this effect
is mainlv due to the large improvement in I.Q. scores among children in the
Task-Attending condition.

The results of study 2, exploring the application of task-attending
training procedures with children, are encouraging though somewhat equivocal.
The test anxietv levels of children given task-attending trégning were

-‘.A-
siuniticantly reduced and their cognitive performance, as indicated by 1.Q,
scores, was significantly improved. However, no improvement in reading
performance was shown ﬁy anv group. The test anxiety levels of children in
the placebo condition were also significantly reduced; but their cognitive
performance was not improved, The results suggest that attentional training
procedures developed for university students show promise for adaptation
for use with children. Moreover, there was no difference in the effectiveness
of the experienced and inexperienced therapist in application of the training
procedures.

Study 3: The first two studies dealt with test anxicty as a rather
narrowly defined personalit: construct, restricted to the tendencv to become
tense and worried in cognitive testing situations. As 1 have worked with
test-anxious people and examined the literature it has become increasingly
clear that test anxietv is only one aspect of a more general personality

disposition of evaluation anxiety. Though cach person who is anxious about

i - -
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e one form of evaluation is not necessarily anxious about all others, thc same

"\

hasic Jdebilitating process seems to be operating across all of the forms, i.c.,
) . . 4 oL
a turning inward of attention to self-relgkant thinking, As an example, we
arcall aware of people who simply '"cannot' speak out in a group or classroom.
These people talk continuously to themselves in a worried fashion, e.g.,
“['ve yot to say something', "But thev'il think I'm stupid”, "What's the
\\\ matter with me?', etc, As a result, a vood deal of what is goiny on 1is
. missed: and the person's thought processes arc used in a self-defeating,
e
nterfering manner. The same analysis applies to socially anxious and speech

anxlious prvople as well as to most ineffcctive approaches to studying. Indeed,

it mav be that all paper and pencil measures of anviety are tapping a central

- ’

core:of negative self-cognitions, which may be labelled cvaluation anxiety.

5
For example, persons who score high on Spielberger's Trait Anxiety Scale
(1968), constructed as a measure of general anxietv, react anxiously only to
conditions of ¢valuative stress, not of phvsical danger (Katkin, 1965,

Hodees & Spielberger, 1966), As a result of the broadening of the construct
of vvaluation anxiety, the treatment research in wvhich T am currently engaged
is nrovidin; university students with training in dealing with a range of
academic evaluating situations, rather than just testing situations as
narrowlv defined. These include classroom discussions, seminars, study and
preparation time, as well as examinations.

The current study was launched last fall and will continue through the
academic wear of 1974-75, The research is desiened to systematically examine
the cffects of two of the major treatment aids_uscd in the first exploratory
study completed with university students: (1) exposure to modeling

videotapes, and (2) extensive task practice. To date, 25 second-year students

have participated in the trcatment and the major independent variable which has
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been manipulated is presence ov absence of modeling vidcotapes. Apain,

two fuemale therapists, an cxperienced onc and an incxpvricnckd one, have
participated in the treatment; and again, the treatment consists of six twice
weekly uroup sessions.

H]

The Modeling and No Modeling treatment conditions are identLQJ{'wiLh

the exception of the presence or absence of Laé\modeling videotapcs. In the

Y

!
Modeling condition 5 videotapes are shown, one in each of sessions 1-5.0  lThey

/s
are Jesigned to illustrate the interfering cffects of self-artending_w%rrv

and the positive cffects of task-relevant thinking and behaving in z/numhor
of academic evaluating situations. |

The treatment might be described as cognitivé-atren:ional skills
training with a strong 'here and now' emphasis. The sole aim is to train
students to attend fully to and respond appropriately to task-relevant
variables in academic situations. There are several subgoals involved in
reachine the maior goal: (1) Students become aware of the interfering nature
of worry, and learn to identify their own peculiar brand of "worry rhoughits"
or interfering thinking. This is accomplished through monitoring of thoupht
processes during evaluation situations, either recalled or current. (2) Stdents
learn means of reducing irrelevent thinking and increasing task-relevant thinkin,
and behaving., We use (Gestalt awareness exercises (Stevers, 1971) to train i
students to become aware of, and to attend appropriately to, the immediatl
present, We also provide training in specific skills for structuring and dealing
with the academic situations of classroom discussions, seminars, studving and
exam taking. (3) The students learn how to manage the unpleasant phvsiolonical
side effects of anxiety by instructing themselves in Yoga-like Jdeep breathing
exercises. With respect to the latter, we make it quite clear that relaxaticn

training is solely for the purpose of taking the edge of emotional arousal, not

~
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to eliminate it. 1o aim is to help the students see arousal as appropriate
in stressful cvaluation situations, and to direct the vnergy associated with
arousal in situationall™ appropriate ways, -ather than toward self-examination.
o /. - s . . .
this approacly is supported bv reterence to facilitating anxiety as de fined

&
and mcasured by the Achicvement Anziety Test (Alpert & Haber, 1960). (Sve

Wine, 1974 for completu doscription of the training procedurces).

We arc collecting data on a number of dependent variables including the

-
Achievenent Anxiety lest (Alpert & Haber, 1960; the Worry-Fmoi ionality scale

(Liebert & Morris, 1967). the Spielberger Trait Anxicty Inventory (Spielberger,
19681, digit svabol tests (Brown, 1972); the Wonderlic Personnel Test
(WOnderIic, 1961); and acadenic grades from year l to vear 2. We will be
collecting followup data on all of thesce mecasures this vear. Unfortunately,
we do not as vet have an adequate waiting-list, no-treatment control group;
nor have we run a placebo treatment cor:dition, so our d-ta are only
preliminary.

fable » presents the basic data on the dependent sseasures for the
dodeling and No Modeling conditions, ang lables 7-13 the analyses of variance
of these data. There were no significant effects as a function of the presence
of absence of the modeling videotapes, though the impact of the training was
hichly positive overall. The students as a group improved significantly on
the self-report anxicly measures of Tacilitating Anxiety (F=12.78, 0<. 005),
Debilitating Anxietv (F=38.58, p&.0ULl), Worry (F=32.88, p<.00l), and
Fmotionality (F=29.12, p<. 001} The only exception was the general anxicty
measure, the Spielberger Trait Anviety Inventorv, which was also the only
measure to show a sipniticant cffoct as a function of therapist. There was
a sicnifica® Therapist & i're-Post interacticn (F=15.30, p<.O09).  The gencral
anxiety level of students in the cxperienced rherapist's Bropps was slightly,

hut not significantly reduced (Pre M=48,42, Post M=44.75), while the students
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in the inexperienced therapist's groups showed a small, nonsignificant increasc
in general anxietv level (Pre M=45.85, Post M=44.75). 'The total sample also
improved significantly in cognitive performance on the digit symbol tests
(F=13.33, pa.009), as well as in academic gradcs (F=10.01, p .005). There
was a signiticant effect (F=4,59, p<05) for the Modeling variable on grades,
witih students in the No Modeling condition having higher grades overall.
Improvement on the Wonderlic Personnel Test only approached significance
(F=3.3t, .10 p<lo5).

Ihe lack of appropriate control groups reduces the interpretability of
ihese data. However, cxamination of the extensive test anxiety treatment

litwgaturu indicates that test-anxious students in no-treatment control

groups tvpically either show no improvement or deteriorate, A test anxicty

treatment study reported by Meichenbaum (1972) included a no-treatment control

uroup of pnivcrsity of Waterlon students, which improved in neither anxiety
level nor cognitive performance. The University of Waterloo students in

the Selt-Attending placebo group of Study 1 did not improve significantly in
either anzicty level or performance. Only two of the test anxiety treatment
studies revieged bv Allen (1972) included placebo treatment groups. One of
these so-called “placebo™ groups (Allen, 1971) was labo}led Attentional
Focusing and involved procedures quite similar to those used in the Task-
Attending condition ot Study ! in the scries described here, The students
in Allen's Attentional Pocusing condition were second only to those given
combined systematic desensitization-study skills training in their overall
improvement in anxiety level and cognitive performace. The Attentional
Focusing condition clearlv was not a placebo treatment, étudcnts in the

other placebo treatment jroup in Allen's literature revicw (Prochaska, 1971)

did nouv improve,

e e e o



Though the data from Study 3 are midstream preliminary data, comparison

—
- X . i . /
with the literature suggests that Task-Attentional training procedures show a . #ﬁ\\\\

Y

pgood deal of therapeutic promise for the modification of the anxiety and

'

cognitive performance of test anxious students. Moreover, these effects are

o,
'

“not dependent on therapist experience or the use of modeling videotapes.
Concluding Remarks

[ have described the results of a series of treatment studies based on
an attentional analysis of the nature of evaluation anxiety. The analysis
states simplyv that evaluation anxious people do poorly in evaluating situations
because their attention is focused inward on self-relevant thoughts, rather
than outward on the demands of the evaluating situation. The results of the
studivs described here suggest that procedures designed to increase task-
relevant thinking and inhibit self-relevant thinking reduce anxiety levels and
improve the copnitive performance of both university students and éhildren.
The treatment procedures devised to pursue this single therapeutic
goal and orpanized within the context of the attentional theoretical model
owe their oripins to several quite differing therapeutic approachés. We have
horrowcd freelw from the behaviour modification literature, especially those
authors interpreting the effects of behaviour modification procedures as
trainineg in cognitive self-control skills (e.g., Goldfried, 1971; Land, 1969;
Wilkins, 1971). We owe a good deal to Meichenbaum's sel f-instructional
therapv approaches (Meichenbaum, 1972, 1973, 1974; and Meichenbaum, Gilmore
Fedoravicius, 1971), and are using self-instruction as a therapy aid.
Wwe have also used Gestalt awareness exercises and have utilized the Gestalt
analysis of anxiety as the nap between now and the future, i.e., the

evaluat ion-anxious person is out of the here and now, is not focusing on the



inmediate situation. Less obvious perhaps are similariries to Glasser's
(1967) reality therapy in our focus on the decision-making process, on
active choices made among thoughts and behaviours in the immediate present.

The studv presented by Liebling (1974) in this symposium suggests a
therapeutic aid for examination in future research in evaluation anxiety.
Jones and Nisbett (1972) presented an analysis of the differing attributions
for the causes of hehaviour made by actors and observers. Actors attribute
their behaviour to changing situational circumstances, while observers
attribute the behaviour to broad, enduring dispositions of the actors. The
analvsis extends to sel f-observation: Storms (1973) found that videotaping
group discussions from subjects' own perspectives or from the perspective of
an observer had similar effects. Subjects who viewed the videotapes from the
obscrver's perspective were more likely to attribute causes for their
behaviour to general pefgbnal dispositions than were subjects who viewed the
videotapes from their own perspectives. Liebling's study supports this
finding.

Evaluation-anxious people appear to be chronic sel f-observers,
attributins causes for their poor performances to stable, negative personal
dispositons ¢f the sort, "1 am stupid, inadequate, a failure'. For example,

) : '
Dor is and S. Sarason (1955) found that highly test-anxious people were
likely to blame themselves for a series of arbitrary failures on a task while
less anxious people blamed situational variables. The tendency to be chronic
nepative self-observers suggests that videotaped playback of their behaviour
frow the perspective oY an observer might increase this teﬁdency and heighten
their self-consciousness. In fact, I. Sarason (1968) has found that videotaped

playback of behaviour was debilitating to test-anxious boys. These

observations, combined with the actor-observer analysis, suggest that
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videotaped plavback ot external situations from the visual perspective of the

evaluation-anxious person, with a focus on the demands of the situation, may
be therapeutically helpful.

In conciusion, the cognitive-attentional model is proving to be an
interesting and useful one in guiding the trcatment of cvaluation-an>ious

people.
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Table 2

Children's scores on the dependent measures, Study 2

— .
Fates~McGinitie IPAT TASC
Reading Test Test of G
M SD M SD M SDh
Task- pre 8.38 3.56 101.25 8.21 21.13 3.55
Attending
post 9.63 3.89 105. 88 11.06 15.50 6.60
Placebo pre 7.88 2.74 98.69 11.57 21.85 3.64
post 8.06 3,58 99,75 14,44 18,38 6.62
No Treatment pre 9.69 3.75 102.25 11.90 20,50 3.76
post 10,13 3.40 |102.06 14,63 17.50 5.93

F14
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Table 3

Analv:is ot variance of TASC scores, Study 2

TSource o1 Tar s F P 4:
L Between Ss
| A treatments 2 55.59
_ﬂgﬁ‘w}Lhin Lroups N 45: 21.21 ]
Withi;'SS
B Pre-Post | 392,04 41.53  p<.001
AB 2 15.54 1.65 ns
BxSs within groups 49 9.44 N
Table 4

Analvsis of variance of IPAT IQ scores, Study 2

» 7

Source df MS F P

iBetween Ss
A treatments 2 157.20

Ss within groups 45 310.77

i
‘Within Ss

B Pre-lost 1 80,67 16.60 p<.001
§ AB 2 49,89 10.26 p<%.001

BxSs within groups | 45 4,86
—

Table 5
Analysis of variance of Gates-McGinitie reading Test scores, Study 2

Bource T df MS F P
Between SS !
| A treatments 2 31,04 ;

Ss within groups 45 20,19

Fithin Ss
B Pre-Post 1 10,01

AB 2 2.39

b — ——— ek

!
| BxSs withi 45 9.37
L x5 wit nugzgfps




2w

%Z°9 1L°¢ A RA AN vI a4 gv°'6 PO°19 £2°'E BL°9 0L°1 059 _Nq.m 9¢° ¢ £0°91€9°6¢ 0Z°% tel°6e
£0°9 Q€ "0L €6°LT BO°CGL 91°11 J6Z°9¢ 6 € It 9% €6 € | 10T [ 16w [ 1€ 11 et {vr 9L ¢0°¢ |88°0¢
6S°Y L8°69 cLeel lt1-e8 66 BL99 wut 8% 91 | ¢c°!d %0°C | {8 fu % ]68°6¢ v6°C |00°%C
6C°8 01°¢9 9¢ *91 (00°L¢L (%8 00°19 L1°G w7 '8Y 26°C | 68°01 ]48°C j00°¢1 L% 100° LS gC°T {LL£°0¢
i .b

as In as W as W as W as W adas - W as W as I

sapeln 3 ;. M 3utiearirgagl3uiielriroed
- 1Vl .
1321aqiatds ajeos Ji1(BRUOTIOWT -A110M | ISAL TIBWIAITYIY A3 TIXUY
S3ANSEI|y IDUBWIO; I3 an131u30) s2Inseal] AIdIRUY

ipN1c ‘sainseaw 3d>uewloj1ad AxTITUNOD PUB Al3TXUE 150d4-923d
£ AP 3 111 1

Q

alyel

1so0d

aad

Jui1spon oN

1sod

aad

(91=u)

(6=u)

3utyapon

O

IC

E

Aruitoxt provided by Eic:



N~

. - 25 -
Table 7

Analvsis ol Variance of the AAT Facilitating Anxiety scores, Study 3

| Source df MS F p ?
Between Ss
A Modeling 1 8.76
Ss within groups| 23 9.89 ' A
Within Ss _
B Pre-Post 1 183. 40 12,78 L. 005 .
N,
AB 1 1. 15 1
BxSs within P23 14.35
groups ] _..ll
Table 8
e

Analvsis of variance of the AAT Debilitating Anxiety scores, Study 13

Source df MS F p

|
e 4

Between Ss i
A Modeling 1 1.95

Ss within groups| 23 35.39

b

Within Ss

B Pre-Post 1 558.03 38.58 p<.001
AB 1 .23 l
BxSx within 23 14.46 ;
LIoups
"
.
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Table 9

Analysis of variance of the Worrvw Scale scores, Study 3

—— = e —— - — —-—— .oy

i source . d4f NS P p |
Between Ss i
A Modeling 1 .81
i
- Ss within groups' 23 18. 8C
Loethin Ss
B Pre-Post B 146.65 32.88 p<.001
AR o
Bx$s within P23
groups ‘ %
Table 10

Analvsis of variance of the Emotionality Scale scores, Studv 3

r30urce i i df MS r 42' !
| J :
| L
| Between Ss '
|
: A Modeling 1 4.84 i
| .
| g5 within groups| 2. 11.29
e -—— | — e
‘ Within Ss |
. B Pre-Post R 166,12 29,12  p<£.001
: !
| AB ;o1 .12
| :

i i .
' BvSs within 23 5.70 ;

ATOUDS ' '
L . ]
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Table 11

Spielberger Trait

Anxiecty Inventory scores, Study 3

I'l

L105p>. 05

ns

p £ 005

aSource df Ms F
!Between Ss
A Modelinyg 1 95.59 4,00
B Therapist : 1 .06
AB i 1 9.94
Ss within groups; 21 23.89
Within ss | o
i C Pre-Post | 1 9.94 2.02
AC 1 4,57
BC 1 75.26 15.30
ABC 1 .23
Cx5s within 21 4,92
Lo Broves o _ _
Table 12

S

e e ———————

[

1

I S |

Analysis of variance of the Wonderlic Personnel Test scores, Study 3

Source df MS _F ]
Between 58
A Modeling 1 239,04
Ss within groups| 23 1010.58
Within Ss
B Pre-Post 1 347,79 3.30 .10>p>.05
AB 1 78.79
| BxSs within 23 105.36
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Table 13

Analysis of variance of the Digit Symbol Test score’ Study 3

Source df MS F P _i

Between Ss i i
A Modeling i 1 319. 33 1.58 ns
Ss within groups! 23 202.03

within Ss
B Pre-Post 1 319,33 13.33 p<.005
AB T 1 2.99

~ BxSs within I 23 23.95
groups ! \\y‘\\

Table 14

Analysis of variauce of grades, Study 3

Source T T 4t MS F P
o T
i
RBetween Ss i
A Modeling 1 290. 30 4.59 p<.05
Ss within groups| 23 63.30
within Ss
B Pre-Post 1 242.73 10.01 p<. 005
AB 1 54,72 2.26 ns
Bxss within 23 24.25
| groups ' s
b - e ——— e =

“omaf



