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CHAPTER I
INTRODUCTION

Although men has experienced anxiety since the
beginning of time, it is only in recent yecore, with the
growth of sophistication in the mental health professions and
behavioral sciences, that we have bhepun to realize its enormous
impact cn human life.' The list of phenonmera in which anxiety
plays a role i1s imposing. Nearly every identifiable form of
pathology, phyeical and psychologicel is included.1 Anxicty
has a special role in the adjustive processes as both an
indicator of recponse to stress and a precursor of fuvriher
stress response.‘ Yet, there is no establiched body of theory
that cen be utilized for dependable predictions in relaticn
to how pecple will act under specified conditions of environ-
mental stress. Most behaviorel scientists acknowledpe that
this constitutes a very serious lack in our present
psychological knowledge, one which is being increasingly
felt because of a growing practical need for dependable

" methods of building up stress tolerance.-

‘Fugene E. Levitt, The Paycholors of Anxicty (New Yorlk:

- ewe———

The Bobbs~Merrill Cowpany, 1n,., 967), p. 2.

2Charles D. Spielberger, Anxiety and Behovinr (New Yori:
Academic Press, Inc., 1“h6), Pe 1951.

3Irving L. Janis, Pgycholozical Stress (New York:s John
Wiley and Sonsz, Inc., 1953), p. -.
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Only within the past twenty yecars or so hsve
behavioral scientists begun to make vystematic observations
for the purpose of finding out how people fcel, think and
behave at times when they are facing emotional threatc, pain,
serious injury or death.4. There is, however, growing
appreciation of the important role mental health and
emotional facters play in the academic and social adjustment
of college students.

Even apparently welle-adjusted students have their
share of emotional difficulties. Heath and CGregory, in a
study of male college sophomores, chosen on the basis of good
health, satisfactory academic status, and overtly good soclal
adjustment, reported that ninety per cent of their subjects
ralscd questions or presented problems which were Judied bv
the investigating staff as requiring professignal aid for
solution.s

Rust and Davie, in assessing the nature, frequency and
severity of the personal problems of undergraduate college
students, found that nearly eighty per cent of thosc who
responded to thelr questionnaire reported that they had at
leost one personal problem during the current school yeor
vhich bothered them "very often" or "fairly often"; thirty-

five per cent of their soample indicated specifically that they

41pid., p. vil.

5C. W. Heath and L, W. Cregory, "Problems of Normal
College Students and Their Femilies," School and Society,
LXIII (May, 1946), 355-358.




had been troubled often by "nervousness".6

" These findings are consistent with general observations
that late adolescence in the American culture is a time of
"stormg and streszs" and a period of unusual difficulty in
adjustment.7 The problems and the needs of the nursing
student are similar to those of all late adolescents but with
added problems and nceds arising out of the environment of
the school of nursing and the clinical situation.8

To determine the nature of conflicts experienced by

nursing students during their first clinical nursing course,
Hienemann analyzed data from a study of the integration of
psychiatric concepts invthe basic nursing curriculum and fron
students' diaries. The four major conflicts identified from
these tvio sources were: (1) feelings of incempeteonce result-
ing from unrealistic expectations of performance; (2) necrotive
feelings toward patients and patient care veréus expectations
of acceptance of all people and situations; (3) insights into
motives of their own behavior; and (4) feelings of embarrags-

ment, disgust, and fear.2

GRalph M. Rust and Jamee S. Dovie, "The Personsl

Problems of College Students," Mental Hyriene, XLV (April,
1961), 250.

7C. W. Heath and L. W. Gregory, "Problems of Normal
Students end Their Femilies," School end Sccicty, XLIII
(May, 1946€), 356.

®Loretta E. Heidgerken, Teaching and Iearning in
Schools of gursing (Philadelphia: J. B. Lippincott Company,
e P 19,

rastn M. Heinemann, "The Conflicting Iife of a
Student," Nursinr Outlook, XII (March, 1964), 36,




One of the most coumprehensive studies of nursing
'atudents was done by Fox and associates. Their rescarch
design involved the collecticon of descriptions of satisfying
and stressful situations from students in twenty-three nursing
schools over one academic year. They suggested that setis-
faction in nursing education comes primarily from the nursing
aspects, from the opportunities to care for the ratients,
while the stresses in nursing come primarily from the
educational aspects. In addition, they alsc found thess
students had to contend with personal and social probleas
related to maturation.1o Such conflicts can affect adversely
the student's educational growth and progress and may lead to
her decision to withdraw from the program, Teal and Fabrizio
reported that avnroximately one-third of the total number of
students who enter nursing school do not complete the program.
Academic failure appears to be the greatest fhreat to
graduation from baccalaureate programs, accounting for
thirty-five per cent of withdrawels during cne year frem the
twenty-two schools studied, Of the 109 academic drop outs,
fifty per cent "felt emotional strain due to pressures and

tensions in the school."1j

1oDavid J. Fox, et al., "Correlates of Satisfaction
and Stress with Nursing Sclicol Experilences," Nursing Research,
XII (Apring, 1963), &6. :

11G. E. Teal and R. A. Fabrizio, Couses of Students
Vithdrawal from Nurse Training, quoted in Larbara C. Kotthemp,
"Attrition Rutes in iasic Baccalaureate Nursing Programs,"
Nursing Outleok, XVI (June, 1968), 45.




Some authorities believe that a certain amount of
psychological stress (anxiety) will produce effective learn-
ing while others contend that anxiety impedes learning in
direct proportion to its intensity. There is no foruwula for _
the precise amount of anxiety which is conducive to optimum
Jearning for each student. Part of the lcarning process is
understanding the anxiety and how to deal with 1t.

The gtudies of Busa,12 Daese13 and Mandler,14 utilizing
the Manifest Anxiety Scale as a measure of anxiety proneness,
revealed that performance in a number of situations is
related to the individual's leveol of anxiety. Perhaps the
most fwportant implications from these findings is that it is
possible to identify members of the college population vho,
becaura of their emoticnel state, are not likely to JTuuction
at levels commensurate with their intellectual potential.
Assessment of the emotional state of studenta'in schools of
nursing would seem to be of particular importance since thecce

students will, of nccessity, perform under conditions of

environmental stress. By identifying highly enxious students

12Arncld H. Buss, et nl., "The Measurement of Anctiety
in Clinicol Situations," JoniThl of Con"ulting Psycholory,
XIX (1935), 125129,
13J1acs Deece, Richard S. lazarus, and James Xeensn,
"Anxiety, Anstiety-iicd 7“t;uﬂ, and utro:§ in L0°rﬁinb " Journal
53 55

of Experimontal Yeyvelhology, XIVI (19

s o e i

"JQ .

14Goorga Mandler and Scymour B, Sarason, "A Study of
Anxiet; and Learnin~," Journol of Abnorral Social Psychology,
YLVII (19 ?), 166=173, —
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at the earliest possible time, and offering them anpropriste
coungeling and carefully planned learning experiences, the
academic attrition among able students who fail because of

difficulties in their emotional adjustment cculd be reduced.

Statement of the Problemn

The purposes of this study were: (1) to identify comiron
stressful situations encountered by students during the firet
clinical nursing course in a generic program at a state
supported college, and (2) to determine if there were
significant relationships between anxiety pronecness (meazured
by Taylor's Manifest Anxiety Scsle) and the number of stress-
ful situations rep;rted.

Assumptions

Related research in this area concerning stress with
experiences in the nursing curriculum permitted the investi-~
gator to essume that:

1) Nursing students do experience stress during their
first clinicel course and that ctress peaks are connected
with the anticipation of and first contact with a situation.15

2) One's ability to focus on a situation is directly
related to his level of anxiety at that time.16

1SDavid J. Fox, et al., "Correlates of Satisfaction
and Stress with Nursing School Experience," Nurcing Research,
XII (Spring, 1963), 87.

16J. A. Easterbrook, "The Effect of Emoticn on Cue
Utilization and the Orzanization of Behavior,” Prvchelosical
Review, IXVI (May, 1959), 185.




3) There are many factors in both the physical
environment and its emotional tone which reinforce or
interfere with learning.17

4) There will be a significant difference between the
nuber of stress producing situations reported by highly
anxious students and their slightly anxious poers.18

5) The findings of this study will have practical

implications significunt to nursing educguion.19

Definition of Terms

In this study the following terms were opeirrationally
defined:

" Criticel incident technique. Criticel incident

technigue as designed Ly Flauapan and defined by Fiver sano
Cosnell as "a direct, factual approach for gathering infor-
mation., . « & ccllection of informaticn bused on diract

observation or reporting."20

oretta E. lleldgerken, Tonchiﬂg and Tearning in
Schools of Mursing (Philadelphia' . B. Lippincott Company,
1\';))-‘)" po 11).

Beharles Spiclberser, "The Effects of Manifest Anxlety
cn the Academlc Achulcvement of College Student," Iiontal
Hyiicna, Vol. 46 (1962), 424,

19Fox, "Correlates of Satisfaction of Stress," p. 87.
“OC ace Fivers and Doris Gosnell, lluraing {vqluqttnﬂ-
The Problem and the Process (New York: The rucmillon Coupuly,
1966), p. 10




Incident. "Any observable bit of human behavier
sufficiently complete in itself to permit inference to be

made about the person performing the ac‘t."21

Critical incident., "“In order to be critical, an incicdent

must make a significant difference in the outcome of the

behavior; it must contribute either positively or negatively

to the accomplishment of the aims of the activity."22

Manifest anviety. Those behaviors or characteristics
of an individual that lead you to classify him as: (=)
nervous (i.e., vamerisns such as nail biting, knveklo-
cracking, chain smoking; profuse persplratious; (b) tense
(i.e., unable to relax; continually working under

ressure, hand trembling, tics); (c¢) oeasily cmbarrassed
i.e., readily bLlushes, stammers); (d) worried (i.e.,
apprehensive over what will happen from day to day;
doubts self continually).23

Manjfest Anxiety Scale, (MAS). The MAS i3 a self-

administering test for use with college and adult groups.
This test was devised by J. A. Taylor and consists of fifty
items from the Mimnesota Multiphasic Personality Tnventory
which were judged by clinical psychologists as significant
of manifest or overt anxiety.24

211114,

22yp14., p. 16.
23Donald R. Hcyt and Thomas M. liagoon, "A Validation

Study of the Taylor lanifest Anxiety Scale," Journl of
Clinical Psychologsy, X (1954), 357. b S

24Janet A. Taylor, "A Personality Scale of lanifest
Anxietyz" The Journnl of Abnormal and Social Poychology,

XIVIIT {19537, 265-20.




Psychological stress. Changes in the envircnment

which typicelly induced a high degree of emotional tension
(in the average person) and interferes with normal patterns

of behavior.25

Strees situation. A situation in which adjustment is

difficult or impossible but in vhich motivetion is very

strong.26

Nursing Intervention I. A six semester hour, twelve

week course designed to introduce the student to the clinical
aspects of nursing. This course included nine weeks of
clinical laboretory experiences during vhich time the

students learned basic techniques of nurse-patient interaction

and beginning nursing skills.

Limitations of the Study

The data gathering approach selccted was bzsed upon
descriptions of stressful situations by individuols who
participated in the situations. Further limitations were due
to the participants failure to report situations of which
they were aware but uawilling to report and to those situations

in wvhich the individunls responded without conscious awarencss.

=4 '
25Tyvin I. Janis, Psychologicrl Stress (MNew York:
John Wiley and Sons, Incorporated, 1953), p. 12.

261p14., p. 13.

Bt e o
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The findings of the study epplicd to the population
sampled and generalizations beyond the resesrch setting were

linmited due to individual differences.



CHAPTER II
REVIEW OF LITERATURE

An understanding of the variobles which affect skilled
performance when subjects cro confronted by situvational
stressorzs is of great theoretical and practical importance.1
Trere is general concénsus that lecarning is affected by
variables which cun be btroadly classified as teacher, lc umer,
and situaticnal. The teacher variables most frequently
studied are attributaes such as attitudes and porconal
characteristics; leerner variables that have been externsively
studieca include levels of aspiration and motivation, manifest
anxiety, general as well as specific intelligence, aptitude,
age, and sex, Sltuational variables, defined as all of the
elements external to the teachcr and learner that have a
potential influence on learning, have also received consider-
eble invest tgation.

Iz this study, the review of literature has been
clessificd into three groups: those vhich deal with the

effect of stress on performance; the effects of manifest

'virginia S. Cleland, "The Lffect of Stress on Perform-
ence," Nursing Research, XIV (Fall, 1,05), 292-298

Regearci 1, XVII (Jﬁnusry-Fnbrnary, 1)Ud)' 10-18.
11
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anxiety on academic achievement; and, the effect of situational

strassors on performance of nurses.

The Effect of Stress on Performance

e

In the past decade there have been wuny studies
conducted to determine the nature and processes of stress
reactions.3 In general, it has been found that subjects in
stress situations show characteristic changes in wany aspects
of psychological functioning.4 Hewever, the results of
studiscs investigating the effect of psychological streas on
gkill performarice are characterized by semsntic confusion and
contradictory findings.s

With the exception of extreme, sudden life-threatening
situaticns, it may be concluded that no stimulusz is a
stressor to all individuals exposed to it. The earlier

agsurption of a conmon all-or-none psycho-phyéiological stress

state is untenable in the face of evidence to the contrary.G

David Mechanic, Situdents Under Stress (New York: The
Free Pross of Glencoe, 1062, p. V.

4Hérold Basowitz, et al., Anxiety and Stress (New
York: McGrow=Hill Book Company, Inc., 1955), p. 10.

5Richard S. Lazarus, Jemes Deese and Sonia F. Olser,
"The Effects of Psycholozical Stress Upeon Performance,"
Peychological Pulletin, XLIX (19%52), 293-31G,

GMortimer H. Appley and Richard Trumbull, Psvcholopical
Stress: Issues in Rescarch (New York: Appleton Ceniury

Crofts, 1967), p. 1.
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Miller and associates concluded that "in a specific situation

- 3t becomes necessary to recognize the many differert kinds of

wl

stress. Lazarus, Deese, and Osler concluded that the

effect of stress on performance are not general, but "will
depend upoen what the individual expects or demands of him-
selr."B Eaaterbrook9 and Sarason'© pointed out that the
effects of stress conditions on cognitive activity and
skilled performsnce are complex; generalizations are
difficult to formulate and those formlated must be heavily
qualified. For exemple, Lagzarus and Erikceon generalized thot
"sometimeé performance is impaircd, somotimes it is facilitaied,

sometimes there is increassed inter-individual variance."11

12 13

Similar findings were reported by Sarason, Martin, and

T S S -

Tyemes Midler, A Pibliorrerhy for the Devc lorment of
Experimental Stress-fcasivive Youts for Foodicting . oriovr ane
in T3 1itory Tnelis (Wasnington, D. C.T Psychological noscarcs

L I

Association,;777npc 324.

8Lazarus, "Effects of Psychologicel Stress Upon
Performance," p. 296.

9J. A. Easterdbrook, "The Effects of Ilmotion on Cue
Utilization and the Organization of Behavior," Psycholorical
Review, IXVI (May, 1959), 183-201.

1oIrving G. Saracon, "Emmirical Findingz and Thaoreticoel
Prcblems in the Use of Anxiety Scales," Paoychological Pulletdin,
LVII (1960), 403-415.

11Richard Lazarus and Charles W, Erilson, "Psvychological
Streass and Its Personality Correlates: Part I, The Effccts of
Feilure Stress Upon Skiilled Performance," Journal of Iipori-
nemtsl Psychology, XLIII (1952), 100-105. T

1ZSarason, "Empirical Findings and Problemns in Use of
Anxiety Scales," pp. 403-415,

1333rc1&y Martin, "The Assessment of Anxiety by
Physiological Bchavicer Measures," Psycholorical Bulletin,
LVIIT (13861), 234-255.
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Winkel and Sarason.'4 fThese studies revealed that the effocts

.0f stress on performance are influenced by a number of factors,

A

examples of which are the nature of the threat stimulua, the
motivation ard personalities of the subjiect, the degree of
threat, and experimentor--subject social interaction.
Martin, in his review of the oxperimental literaturc,
stated:
; Thus, there appear to be two rather loose empiricnl
generalizations that can be reached on the basis of
the studies revicwed: (a) that tasizz invelving
relatively stronger and roro numercus competing
responses are more subject to the inpairing effects
of stress, and (b) increasing stresc results in

improved performance up to a point and impairment
therecasfter.

The latter poirt of Martin's statement is very similar
to the Yerkes-Dodson law, which states that a curvilencar
relationship exists between levels of fcar, conceptualized as
a2 drive, and level of performancc.16 The stuvdy of Burgess

17

and Hokenson, ' using autonomic criteria of high drive,

supported this emplrical law, as has the study by Farber snd

. 14G. H. Winkel and I. G. Sarason, "Subject Experimenter
and Situational Variables in Research on Anxiety," Journal of
Abnormal Sonial Psycholozy, TXVIIL (1964), 601-608."

15Martin, "Assessment of Anxiety," pp. 23%4-255,

1GRobert M. Yerkes and John D, Dodson, "The Relation
of Strength of Stimulus to Rapidity of liabit-Formation,"
Journal of Comparstive Neurology, Pcrchelogy, XVIII (1208),

17M. Burgecss and J. E., Hokenson, "Effcct of Increased
Heart Rate on Intellectual Pcrformance," Journal of Abnormnl
Social Paychology, LXVIII (1964), 85-91,
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L using pencil and paper indicators of high drive. 1In

Spence
~effect, moderate amounts of motivation or threat facilitate
cognitive functioning while strong amounts impair f{t. The
;aw further states that with an increase in difficulty of
task there is a decrease in level of motivation for optimum
performance of that task,

As a possible explanation for the Yerkes-Dodson law,
Easterbrook advenced the concept of "range of cue utilization"
which he defined as "the total number of envirommental cues
in any situation that an organism observes, maintains an
orientation toward, responds to, or associates with a

20

response.19 Korchin™ also found that anxiety disorganizes

the utilization of stimulus cues in learning and performance
by narrowing the range of attention and limiting perceptual-

Al

cue utilization,.

Constriction of the perceptual field was demconstrated

21

experimentally in a study by Postman and Bruner. Subjects

were asked to report wordas that were flashed on a screen too

181. E. Farber and Kenneth W. Spence, "Complex Learn-
ing and Conditioning as a Function of Anxiety," Jommal ol
Eyperimental Psycholory, XLV (1953), 120-125,

19J. A. Easterbrook, "The Effects of Emotion on Béhavior,"
p. 184,

205he1don J. Korchin, Anxicty and Comition, quoted in
Richard S. Lagarus, Psychological btress and the Coping Pro-
cess (New York: McGraw=Hill Uook Company, 1966), P. 597

21L. Pestman and I, S. Bruner, "Perception Under Stress,"
Psychological Review, LV (1948), 314-324.
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fast for accurate recognition. The exposure gradually
increased in duration so that correct recognition was
ultimately possible. Guesses about the stimilus word were
solicited on every exposure even if the subject did not
recognize the syllable presented. Some subjects were harassed
end criticized as to their performance. Not only was the
perceptual performance of the subjects under stress poorer
than for those subjected to neutral conditions, but their
prerecognition guesses also showed a more limited range of
hypotheses than the prerecognition guesses of the nonstiressed
subjects. Their thinking tended to be narrowed and stereo-
typed by the experimentally induced stress.

Extending this theory further, Easterbrook22 and
Korch.‘..n23 postulated that In anxietly of threat. conzstriciion
of perceptions occurs because only things whiph appear to be
relevant to the danger are attended to. This reprezéﬁts a
kind of motivated narrowing of attention rather than a disrup-
tion. Easterbrook views were summarized as follows:

The effect of emotion on behavior has been

discussed in reference to the ewpirically derived
generalization that the number of cues utilized
in any situation tends to become smaller with
increase in emotion.

On some tasks reduction in the range of cue

utilization improves performance. Irrelevant
cues are excluded and drive is then said to be

organizing or motivating. In other tacks,
proficiency demands the use of a wide range of

22Eaaterbrook, "The Effects of Emotion on Behavior,"
pp. 183201,

23Korchin, "Anxiety and Cognition," p. 358,
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cues, and drive is disorganizing or emotional.
There seems to be an optimal range of cue
utilization for each task.24

A related point was made by Fenz in commenting on the
disruption of task performance observed in psrachute jumpers
anticipating a Jump. His comments on the possible facilitatin:
and disruptive effects of nﬁrrowing the focus of attention
under stress were as follows:

It may thus be concluded that stress influences
perfornance via severnl differcnt mechanisms., DBeing
sensitized to a task may facilitate performance in
that task to the detriment of the performance of
other tasks. If the focus is to be restricted to a
particular aspect of a task, other aspeccts of the task
will suffer, and the performance will decline. Thus,
the increase in focus activity et high levels of
stress can reach a point of deficit. An opposite
phcnomenon, that of inadequate focus and an attendent
inability to respond differentially to relevant ond
irrelevant cues 13 _clso apt to occur at the highest
lovels of stress.2d

Such motivated narrowing of attention was alase
demonstrated in an experiment by Babrick, Rankin, and Fitts 20
The experiment involved the performance of a peripheral task

simultaneously with the performance of a central tasik., The

24Eastcrbrook, "The Effects of Emotion on Behavior,"
pp. 197-158.

&
25y, D. Fonz, "Conflict and Stress os Related to
Physiological Activation and Sensory, Perrnntnul and
Cognttive Functioning," Psychological lonorraph QQ. 8,
IXXVIIT (1964), 31-32.

26j1, Babrick, R, L. Rankin and P, M. Fitts, Tho Effect
of lotivaticn linon Prripheral Porecption During +nn | ayr

of @ Gontrol (Viyehoinior) tamk.  (Lackiand ALr Force Lase,
San Anuunio, Yoxas: wiim Kesources Rescarch Center
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former involved such intermittent performance as watching
~for peripheral lights and turning them out by means of
switches, or checking en instrument diel and returning the
pointer to the center whenever it was off. The central task
was always a continuously changing one consisting of tracking
a target end keeping on the target as long as pessible.

Two conditions of motivation were employed. Subjects
in the low motivation condition believed they were getting
enother practice trial on the task. The highly motivated
condition involved cosh payments scaled in accordance with
performance levels. The conditions cf motivation wore
varied for both the central and peripheral tasks. The
results are suwmarized by the authors as follows:

The cxperimental rosults ars in geod agrecmcut

with the prediction that a condition of high
motivation facilitates performance ol a central
(tracking) task but, in general, interferes witih
performance of peripheral tasks. The detrimental
recsults of the bornus upon peripheral performonce
was most pronounced on the peripheral task in
regard to which there was no expectation of
reward, less pronounced on the peripheral task
of reacting to light with sowewhat preater
expectation of rcward, and lcast pronounced on
the peripheral task in which expectation of reward
was greatest.

These findings do not rule out the disruptive concepts
of threat or anxiety but they do demonstrate that the narrow=-
ing of attention under threatening conditicns could be a

motivational effect.

2T1p14d., p. 7.



The studies of Frank?S and Cohen29 on "level of
aspiration” have shown that unrealistically low aspiration
levels are based on self-protective mechanisms against
failure. Extending this reasoning, other types of defensive
behavior could have either damaging or facllitating effects
on performance, be they denial, projection, isolation,
retionalization, or some other form. Such forms of coping
orient the individual toward what must be done in the perfor-
mance situation to protect his self-estcem, and the
performance outcome will probably reflect the posture that is
edopted. There is, however, no well-established theoretical
or emmirical constructs concerning the performance consequences
of different defensive strategics.30

Performaice docradent caan be brougnt avout in other
ways than by doefense. For example, the indiv;dunl may be
badly "shaken up" by the threat of fallure and suffer ceverec
anxiety with vwhich he cannot cope by use of defensive

strategies. He may become preoccupied with thoughts about

his inadequecy and its consequences, or he may become tremulous

28J. D. Frank, "Sone Psychological Determinonts of
Levels of Aspiration,” American Journal of Psychology, XLVII
(1935), 285-293.

zgiouis D, Cohen, "Level of Aspirsntion Behavior and of
Adequacy snd Self Acceptence," Journal of Abnormal Social
Psycholorv, XLIX (1254), 84-86.

30Richerd S. Tagzarus, Pryvchological Stress cnd the

Coping Prosens (New York: McUraw-Hill Look Company, 1966),
DD 560=562.




20

and confused, Desperate efforts to improve are to no availl
- against the interfering effects of the threat reactions.31
This is essentially the explanation adopted by Sarason,
Mandler, and Craigh111.32 Task-irrelevant responses are
stimulated by the threat,>>

A still different theory is that the threat of failure
mobilizes a search for more appropriate forms of behavior
that will work better. The threat provides information that
previous approaches were not adequate. Attention is redirccte:
from well-established habits of performance to the search for
new types of techniques. These may or may not result in
improvement. Performance may temporarily suffer, and in som
instances, a better approach may finally be achieved.34

The kttects of Manifest Anxicty on
Acudemic Achicvoment

The investigator reviewed studies which clonrly
demonstrate that emotional adjustment and intellectual capacity
are 1mportant factors in the academic achievement of colleje

students. Experimental investigations suggest that anxiety

Aypsa,

3ZSoymour B. Sarason, George lMandler, and P. C. Craighill,
"The Effect of Differcntial Instructions on Anzicty and Tearn-
ing," Journal of Abnormal Social Psychology, XLVII (1952),

33Lazarus Psychological Stress arnd Copinz, p. 362,

34Irving L. Berger and Alvin R, Sutker, "The Relationship
of Emotional Adjustment end Intellectual Capacity to Acedenic
Achievement of College Students," [‘ontnl. ﬂvr*(ww, XL (Jouuary,
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detrimentally affects many cognitive processes such as
_ problem-solving, incidental learning, ability to communicate,
end performance on standard intelligence tests.35 But, when
investigations of the relationship between mecasures of
student's anxiety or emotional adjustment and academic
echievement are examined, the findings are equivocal and
1nconaistent.36

For example, Ruebush37 has reported that anxiety prone
children solved more problems as long as the task presented =
challenge, while Korchin and Lovin938 have found that unstiable
and maladjusted students did less well than their more stable
contemporaries. Other studies have reported no difference in
the emotional adjustment scores of academic underachievers
and cvcrachievcrs.39 Such inconsistenclies have Leen atlributed
tc inadeqguacies in the variety of personality'tests which have

been used, differences between the student populations which

35pugene E. Levitt, The Poychology of Anxiety (New
York: The Bobbs=lierrill Coupeny, i1nc., 1967), p. i52.

. 3GCharles D, Spielberger, "The Effects of Manifest
Anxiety on the Academic Achievement of College Students,™
Mental Hyriene, XLVI (1962), 421,

37B. K. Ruehush, "Interfering and Facilitating Effects
of Test Amxiety," Jouwrnal of Abnormal and Socinl Payeholosy,
IX (1960), 205-212.

SBSheldon J. Eorchin gnd S. Levine, "Anxiety and Verbal
Learning," Jonmol of Abnormal and Secial Psyeholopy, LIV
(1957), 234<240.

3%R. M. Rust and F. J. Ryan, "The Relatlonship of Some
Rorschek Variable to Academic Behavior," Jomrnzl of Percennlity,
XXI (June, 1953), 441-456.
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heve been studied, and varying criteria of academic success.40

Also, it has been noted thet methods of data analysis have
frequently not taken into account the possibility that a
given pergonality variable may have different effects for
persons with differing intellectual endowmcn‘l:a.41

Pursuing the above point, Spielberger and Katzenmeyer
examined the relationship between anxiety and general
scholastic achievement at the college levgl. They divided a
large group of students into three subgroups on the basis of
intelligence test scores: the lowest twenty per cent, the
middle sixty per cent, and the highest twenty per cent. They
then computed the correlation between grade-point averages
(GPA) as a measure of college achievement and scores on the
Manifest Anxiety Scale. They found no relstionship betwaen
GPA and anxiety for the highest and lowest intelligence groups,
end a small, negative relationship in the middle intelligence
quotient (I.Q.) group.42
The grades of low eptitude students were uniformally

low, irrespective of their anxiety level; poor acadenic

performance apparently resulted from their limited ability.

405har1es D. Spielberger end W. G, Katzenmeyer, "lani-
fest Anxiety, Intelligence, and College Grades," Journal of
Consulting Peyecholopy, XXIIX (1959), 278.

41patle B. Harris, "Factors Affectins Collere Grades:
A Review of the Literature, 1930-1937," Psrehological

Bulletin, XXXVII (March, 1940), 125-166.

428pielberger end Katzemneyer, "Anxicety, Intelligence
and Grades," p. 278.



For the superior students, grades were high apparently
;ndependent of anxiety levels. Only in the middle range of
intelligence, where capacity is neither limited nor extensive,
has anxicty any effect on academic achievement.43

This point 1s further illustrated in another study by
Spielberger, in which he follewed up anxiety-prone college
students after three years. The findings of this study pro-
vided evidence of the detrimental effecta of enxiety on
college grades and dropout rates resulting from academic
failure. He found that more than twenty per cent had dropped
out o school. DBut of those in the hignest J. Q. group,
only nine per cent had dropped out.44

The effect of anxiety-pronenccs on problem solving
ability is illustrated in a study by Marleston.’? The
subjects were given two and one-half minutes to solve euch of
a series of easy end hard five-letter anagrams'("abele" is
easy; "greerm" is hard). The breakdown into anxiety groups
was acconplished by means of a modified form of the Test
Anxiety Questionnaire. It was found that there is a linear
relationship to anxiety, those of the lowest proneness

431h14.

44Spielberger, "lanifest Anxiety and Academic Achieve-
ment," p. 421,

4SB. V. Harleston, "Test Anxiety and Performance in
Problem-Solving Situations," Journal of Persornlity, XX
(1962), 557-573.
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solving the most enagrams, those of the medium group, the
- next most, and those of the highest proneness, the smallest
number.

The effect of anxiety on incidental lecarning is
suggested by an experinment by Silverman.46 The focused learn-
ing task ccnsisted of moving a lever whencver a line of
sppropriate lengths sppeared on a screen before the subject.
During this performance, a muted voice in the background
recited twenty-two syllable words., No attention wes directed
to this list by the experimentor; learning these words was
not presented as part of the experimental situation.

One group of subjects was continuously threatened
during performance by the possibility of an electric shock
administered to the wrist erd ankles. Another group porformed
under neutral conditions. Subsequent measurement disclosed
that the unstressed group could recall almosf twice as many
of the background words as the threatened group. These find.-
ings appear to illustrate that anxiety had an interfering
effect on incidental 1carn1ng.47
' Gynther attempted to determine the effect of anxiety

proncness and stress on the ability to communicate. She

identified high and low anxious groups by mecans of the Velch

46R. E. Silvernon, "Anxiety and the Mode of Response,”
Journal, of Aluormal ond Social Psycholopy, XLIX (1554),

YUE=542.
411114,




A. Foster Scale and objectively measured their ability to
commmicate verbally in a neutral and in a stress situatilon.
Stress was induced by means of instructions calculated to
arouse both test anxiety and evaluation apprehension.48

The task required each subject to answer eleven
questions about himself. The questions were somewvhat vague
and presunably difficult to answer. Responses were tape~
recorded and analyzed by a rating method that provided a
statistically reliable index of "commmicative efficiency"
(CE). CE is based on a breakdown of each response into unitss
these units were then characterigzed by expert Jjudges according
to the degree to which each was relevant to the stimulus
question.49

. Cynther found that the stress condition reduced CE for

both groups of subjects. In both conditions,'tho low anxiocus
group communicated significantly more effectively, demonstrat-
ing about seventeen per cent more communicative efficlency then
the high anxious gTOUp.SO

Sarason and Mandler have demonstrated that anxiety is

manifested by college students In conventicnal clascroom test

situations to such an extent that the gerneral level of acadenmic

48R. A. Gynther, "The Effects of Anxiety and of
Situational Stress on Communicative Efficiency," Journal of
Abnormal and Social Psychology, LIV (1957), 274276,

491114,
501pid.
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performance is impaired. Strong motivations to achieve high
grades appear to contribute directly to the adjustment
difficulties of many students whose anxiety about failure is
intensified by the academic situation.”!

Wright, studying the effects of envirommental pressures
in the university system in relation to student stress and
achievenment, found that as satisfaction with self increesed
the anount of stress perceived in the environment tended to
decrease and as this occurred achicvement was enhanced.52

It is apparent that college life is characterized by
conditions and expectations which may heighten anxieties
already present in students or may induce new amxietics. To
the extent that students with helghtened anxieties can be
identified early and offered appropriate counseling and
guidance, it i1s possible that academic casualties and, in

some cases, emotional disorders can be prevented.s3

The Effccts of Situationnl Stressors
on Perioriance or Lurses

Brouerman and Lazarus have grouped situations producing

gtress into two principle classes: (a) ego-threstening

51Seymour B. Sarason and Googgg landler, "Some Cor-
relates of Test Anxiety,"” Journal of Abnormol and Social
Paycholory, XLVIIT (1953), 447-448.

S2J. J. Vright, "Environmental Stress Evaluation in a
Student Community," Jomnal of American College Heelth, XII
(February, 1964), 325=>20.

53Spiclberger, "rlonifest Anxiety and Academic Achieve-
ment," p. 421,
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stresses, and (b) cognitive-interference stresses. Ego-
~threatening stress may be produced by presenting the subject
with an unsolvable task; a set of false norms with which to
compare his performance; or, by berating his performance
while he is engaged in the task.

Cognitive~interference stress refers to the effects of
techniques which create conflicting demands upon the subject's
intellectual processes such as distractions, interruptions,
time pressure, or requirements to do teoo many things
simultaneously. In this review the situational stressors
were of the type vhich could be expected to produce cognitive

1nterference.55

It is believed that the two independent variables,

1) the need for special epproval (a motivational variuble)
and 2) the stressors of the situation in whicp the subject is
functioning (an envirconmental variable), may interact in an
additive manner.56 In Cleland's field experiment, the two
independent variables were: 1) need for social approval as
measured by the Marlowe-Crovne Social Desirabllity Scale, and
2) situaticnal stressor cendition as measured by the physical
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