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ABSTRACT

The purpose of this study was to test the assumption

hyperactivity in girls,

Ty

underlying the ESS§E%aEiGn o

in grades 4 and 5, with their personality characteristics,
- - E‘s..aé
and to consider the influence of self concept and academic

students. As such it squght to examine the relationship
bé;ween hyperactivity and extraveréiéni neuroticism, lie
scale, psychoticism, and the seélf pEﬁggégian of girlsé on the
one hand, and on the other, to %“ s;igiyatthe Sifférénée
in school achievement between study/listening skills and
reading. Additional data was collected usiné behavioral
and timed events pfcéédurasi ) |

‘Two hundred and twenty-six girls were randomly
assigneﬁ from three elementary schogls equally matched in °*
grade, social status and area of residence in Edmonton.
All pa cipants, teachers, examiners and observers were
uninformed as to which Child%éﬁ were in the study and its
purpose. The 20 identified hyperactive girls !
demonstrated a positive correlation between the persohality

factor "psychoticism”"and -hyperactivity. This finding

suggests that the hyperactive girls would better respond

to structure in education than_those not so identified. .
' K’



Hyperactive girls did not differ sign#ficantly from
controls onother factors. There appeared many.interesting
intercorrela;ions between personality variables, self

concept and hyperactivify which requ{re further studyi

vi )
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CHAPTER 1
Introduction

In what ways do hyperactive girls differ from
girls that are not hyperactive? Do differerces in
personality characteristics and self concept predispose
the hyperactive girls to react to their Yorld rather thanb
rationally controlling their actions from within?

The hyperactive child is defined by Ross and Ross
(1976) as one who exhibits a high level of activity and is
unable to inhibit his activity level on command. detmers (1969)
more specifically described hyperactivity as excessive chronic
high activity levels, short attention span, impulsivity and
distractibility. |

While the population of‘hyperactiQe children includes
both girls and boys a far greater proportion of boys is
found to be hyperactifre. The reported ratios are as high
as 9:1 (Prinz and Lonfey, 1974). An abundance of literature

\
with boye. Many studies present

exists concerning studie
combined results for boys and girls. Generalizations from
such studiés allow littlerinterpretation or extrapolation
with respect to hyperactive girls.

This study looks at differences in the personality
structure, behavior, 871f perception and school performance

of hyperactive and normal girls. The measures adopted were

4. o
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the Eysenck Personality Questionnaire (Junior Farm),
the Conners' Abbreviated Teacher Rating Scale -~ to measure
behavior, and the. Piers-Harris Children's Self Concept

cale The school achievement of hyperactive and normal

\M\

girls was studied using the Step III Study/Listening Skills
Test. An additional unobstrusive reading skills measure
was obtained from a system-wide test score located in gghool
cumulative records.

From a theoretical perspective, the Eysenck

g\

persgnal;ty factcrs and Conners' behavioral measure are
c@mpatible. In these measures behavior éf both boys and girls
is chgia:terized by high activity levels, lmp lsive actions,
brevity of attention span, restlessness and distr rac ctibility,
rapid and drastic mood changes, and by temper Qué;ursts
accompanied by ex@lasive and unpredictable behavior.

Consequently, “a pe
introversion d hyperactivity, of emotionality and
hyperactivity, and of the relationship of taugﬁémindednéss
and hyperxactivity should be pursued.

’ Three etiological models of hyperactivity, the
deficit, delay and difference m@deis were reviewed by
Kinsbourne (1975). The difference mcdel was chosen as the
basis on which to relate hyperacﬁivity and personality

characteristics.

—




1. The Deficit Model

The deficit model states that due to ear}y brain

damage some children are unable to develop particular skills;
because of this brain-based deficit they manifest hyperactive
behavior. Children with damage to the brainstem, or frontal
lobe, and children who are afflicted at an early age with
encephalitis have been abser;ed to exhibit behaviors similar

. to those of hyperactive children without a medical history of

brain damage.

The delay model attributes hyperactivity to a delay
in whatever function appears to be deficient. Initially,
hyperactive behavior in children was associated with
immaturity and it was speculated some hyperactives would
spontaneously mature in adolescence. Recent studies indicate
such is not the case. 1In some instances the Eisarder appears
to persist; however, the symptom of hyperactivity is then
observed to bﬁ expressed in various age-appropriate forms
(%Fewartf Pitts, Craig and Dieruf, 1966).

i

3. The Diffeyence Model

The third view on the nature of hyperactivity is the
difference model which conceptualizes hyperactive actions as

extreme-forms of underlying dimensions of behawior. This



model recognizes a variety of stable personality types or

temperaments based on genetic diversity. Buss and Plpmin
(1975) suggest that when a person occupies an extreme
position in terms of one of any four basic temperament
(impulsivity, socialibility, activity andiématian$lity),,
their resulting behavior may be maladaptive for daily 1living.
Hyperactive children appear to behave impulsively, frequently,
such that they are at risk for failure in school. The
difference model best allows for investigation of differences
between hyperactivg and nonhyperactive girls,

An individual difference and personality approach to
hygeg?étive behavior would appear to be consistent with
"Kinsbourne's (1975) difference model on the origin of hyper-
activity. If hyperactive behavior is an extreme form of an
underlying ' dimension of behavior, then the effect of each
unique interactioh between personality and individual
differences would help account for those differences between
hyperactive and nonhyperactive girls in achievement, self
concept and variable behavior from early childhood to
adult years. )

Should the hypothesis of a relationship between
hyperactivity and persc;ality be confirmed, there would
follow implications for counselling and gdu:aticnai management
Qrcgramé for hyperactive children.

This research project was designed to investigate

the following questions:



=

1. 1Is hyperactive behavior in girls positively
and significantly related to extraversion?
2. What is the measured degree of emotionality

in hyperactive and normal girls? ) . s

|

girls to provide Sé:ially‘acceptable responses as measured

- L)
by 'the Lie Scale? Are these tendencies significantly

different?
4. Does a positive and significant relationship

exist between hyperactivity and tough-mindedness in girls?

5. Do hyperactive girls differ significantly from

L

normal girls with regard to self concept?

6. Is the school achievement as measgured of

hyperactive girls significantly lower than that of non

hyperactive girls?

3. What is the tendency of hyperactive and normal

wm
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CHAPTER 11I
Review of Literature
Activit& Level

l. Etiology

One of the predoniinant characteristics of the
disorder of hyperactivity is. persistent excessive activity
in situations requiring motor inhibition. Activity level
is cited as the primary characteristic associated with®
hyperactivity in over 40 major articles :eviéwédfby
Schrager, Lindy, Harrison, McDermott and Wilson, 1966.
Lewis' (1963) description of the :haraeteristics‘and its
importance includes ". . . jumps around often and
unexpectedly . . . highly distractible so that his attention
jumps around too . . . seems to have few restraints . . .
these children are born without brakes, and once the impulse
starts they keep on reacting . . . tends to be hyperactive,
‘disinhibited and impulsive."

Among the variables which confound researchers are -

[w]

identification I

f the neurological centres responsible for
activity level; the variéty of bodily states which affect
activity level, for example, sleep and wakefulness: effect

of stimulus and environment; identification of factors to be‘
measured; measurement, instrumentation and observer differences.
Although the relationship between activity levels and these

6



variables has yet to be established, consideration of
other factors such as personality characteristics and sex
may be undertaken:¢

The question of the inability to inhibit motor

activity on command is being approached through several
differing theories. One group of theories infers brain
damage. According to Strauss and Lehtinen (1947) there is
a five-stage process requiring she brain to complete the
updisturbed cycle of incoming stimulus impulses and output .
of a motor response. They propose that a set of intervehing
events océur between the reception of stimuli and execution
of the motor response. This physiological interruption
produces a deficit in performance at the interrupted stage;
therefore, the full aTount of energy required by all five
stages is not spent. The excess energy results in over-
activity. They conclude ££a£ deficits in motor execution,
perception, and development of perseverative responses
reflect neurological defects in one or more of the five
stages.

Another theory associates excess activity with the
"malfunctioning of motor neurons. The motor neyron theory
proposes that high activity level results from atypical
neuronal discharge, whereas .predictable levels of activity
are a' function of normal motor neuron firing. Neurophysiologicai

studies explain activity in terms of deficits in the

¢
relationship between the visual motor, auditory motor,
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visual autonomic and auditory autonomic receptor-effector
systems (Gellner, 1959).

Stored excess energy is also expressed as the
"overuse” of the motor-touch associatiop system by children
unsuccessful in making a natural progression from the
tactile to éhe verbal exploration of environment (Zaporozhet,

1957, 1960). Some youngsters exhibit a developmental lag

in progressing from the physical investigation to the verbal
inquiry and ordering of their world. Their overactive
behavior is viewed as a compensatory behavior for the
Physiological interruption. The failure to successfully

iscriminate between relevant and irrelevant behavior

oL

esponses independent of any other internal complaint is

L

hypothesized as a source of hyperactivity (Bindra, 1961).

2. Current Research

Kaspar's theories integrate the simultaneous inter- -
variables. Kaspar (1971, 72, 73, 74) defines hyperactivity
as a deficit in the ability to shift activity level upward
or downward rather than as an unalterable body state.

tatic

o
w

According to Kaspar each person possesses a home
central mechanism for activity level that regulates the
activity level from "highly active" to "passive"” beha§icrs,

as demanded by the characteristics of the situation. Individual

behavior ideally averages to an optimal activity level.



Kaspar's studies with brain-injured youngsters have shown

evel.

=t

'a deficit in the body's ability to regulate activity

The major difficulty for these children lies in shifting
.

their activity level downward. .
Hyperactive ypungsters apparently expe:ience.little
difficulty in increasing their activity level. Whé@n
Situational demands require a décraase in activity, an
increas%_ig bodily activity is frequenély observed.
Comparing groups of hyperactive and nonhyperactive youngsters
on a speed tapping test under incentive and non-incentive
conditions, Stevens, Stover and Backus (1970) found that
hyperactive children maintained a moderately fast response

tempo, whereas, nonhyperactive children shifted response .tempo
>

downward and upward with ease. Villa Blanca (1972, 1974a,b),
Villa Blanca and Marcus (1972, 73, 74b) investigated
hyperactivity through physiological research of the

reticular activating system. In‘animals the nervous pathways
of the ascending trqﬂps of the reticular activating system .
control arousal and theidés:ending tracts provide an
inhibitéry influencé; Villa Blanca speculates that in human
behavior the hyperagti;e child's ascending tracts function
properly; however, some disturbance or impairment in the
descending tracts prevents a downward shift and allows

overactivity.



10

3. Measurement of Activity Level -
A review of literature on measurement of activity

level indicates that due to limited research very little
is known about the nature of activity. Development of a

reliable and valid measure appears to be plagued by

inconsistent operational definitions of activity and by the

failure of mechanical and observation procedures in
controlling for variables. Activity level is assessed on
two dimensions: the quantitative, and the qualitative or - -

situationally app:agfigte aspects of daily motor behavior. /
It is the qualitative aspect of activity level that
distinguishes the hyperactive child from the normal child.’
Scales distinguishing the hyperactive child's behaviors as

*

discrete events would provide the templ#te for

fle]
=
1]
[
[
rt
W
rt
et~
<
i ]

understanding the behavior of girls and boys.

Attention
Hyperactive children are frequently described by '

teachers é%d parents as having extremely short attention
spans in terms of their capacity to concentrate on one
activity. Hyperactive youngsters appear to be gaéily
distracted from errands or tasks by envlranmental stimuli
which most children have the cgpacity to exclude. This

common concept equates attention span with attention and

*

Suggests that "span" is attention. Attention is commonly

generalized to infer the length of time spent at a given task.
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a mental faculty. Rather, attention is a concept embracing
attention span, focus of attention and selective attention.
Alabi%co (1977) and Reeves (1973) propose that children
with unimpaired attention spend adequate amounts of time on
tasks, demonstrate E%i;ity to focus on relevant character-
istics of the stimulus presented, and make intricate
two-stage stimulus discriminations.

Disorders of attention in the schoolroom reduce the

umber of effective learning experiences for the hyperactive

y

child. Garner, Percy and Lawson's (1971) research

cations (task or oriented behavior, administrative time, and

low or high on behavioral impulsivity. The non-attentive
beha?iér of the hyperactive children comprised whispering,
fighting, talking and da&dréaming. Administrative tasks were
not well executed by hyperactive students (passing out school
materials, tidying up). Garner reports a 5 percent aiff:rénse

in attention means between .the high and low groups, means of

]

Garner also observes that girls and boys with high
and low attention times have lower W%;hsler Intelligence

Scale for Children scores than the children with intermediate
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attention whose scores represented the optimal "on task"”

time. He suggests that the relationship of low performance

4]

n scores signi

I

ies a tendency to rfemain at

rt
-
0

to high atten
a task beyond the paint where 1éarning takes place. Low
attention is related to low performance since it fails to
engage the impulsive child in learning activities. From
these findings Garner suggests that active girls and .passive
boys attend for optimal amounts in learning situations,
Active hoys under!attené and passive girls over-attend.
Garner further speculates that differences in levels of task
attention may, in part, be influenced by the transmission of
normative cultural expectations for girls and boys.

Werry and Quay (1971) and Trites (1979) report a
higher prevalence of inattentive behavior in boys than in
girls. Werry and Quay administered the Quay-Peterson problem
checklist surveying 55 behavior symptoms in 926 younger
elementary boys and §27 gfrls. Their study indicates that
36 symptoms of high freqﬁency were associated with boys;
amongst these behaviors were: short attention span, inatten-
tiveness to what others say, preoccupation "in a world of
his awn;, negativism or the tendency to do the opposite of
what is requested, and excessive daydreaming. The five most
frequent behaviors in girls indicate a slight excess of
neurotic. type symptoms; however, girls acted-out less

¥

frequently than boys.
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' Trites’ study of Canadian children in the Ottawa area
(1976- 78) using the Conners' Teacher Rating Scale to identify
hyperactive children, notes important sex differences on all
factor scores. The higher means for the inattentive-passive
factor in males (0.63), compared with females (0.41), are
stable across all ages, indicating thét gir}s were more
attentive than. boys.
The review of literature on attention behaviors in
hyperactive children indicates that differences do exist
between girls and boys with regard to attention span, focus

of attention, and select! attention. Girls were found to

diﬁplay greater attention in learning situations.
Impulsivity

The relationship between hyperactivity and.impulsivity
fipét reviewed by Murray (1938) cdoncludes that impulsivity —~
involves the tendency to respond rapidly without reflection.
ﬁésearch on impulsivfty has increased; however, there is no
single definition of impulsivity. Impulsivity has been viewed
as: a constellation of behaviors and personaiity traits
(Hirschfield 1965); an extreme position'}n terms of one
of the four basic temperaments (Buss and Plomin, 1975);

a term to designate high levels of undirected activity and
the inability to inhibit or delay behavior that is incompatible
with goal-directed behavior (Maccoby, 1966); the adaptive

response to environmental stimuli which causes failure to take

P,



hwebel and

sufficient forethought before acting (Schwe
1970); a8 the cognitive style "reflection-

Bernstein,

impulsivity”"clarifying

child's decision time, cognitive tempo, and the guality of
his performance when he faces solving a problem character-

» atives (Kagan, Rosman,

alterr:

ized by a variet
Day, Albert and Phillips, 1964); and fixation at an
immature level in the development of verbal mediation

abilities (Meichenbaum and Goodman, 1971).
The relationship of gender to impulsivity is noted
Differences exist between boys and girls

in several studies.
in beh%giaral impulsivity, impulse control, and cognitive

style.
They adopted

Garner, Percy and Lawson (1971) studied 50 elementary
girls and 55 boys by examining the relationship between

-

gender, intelligence and cognitive style.
an observation schedule and admiéistered subtests of the

WISC, Resﬁits indicated a positive correlation between
intelligence and a high level of behavioral impulsivity in
ls. ngklevels of behavioral impulsivity were negatively

In male students, high levels

H

They concluded

a

o

']

gi
related with intelligence.
of behavioral activity correlated negatively-with heightened
intelligence, and low levels of behavioral impulsivity
with intelligence. B
inactive boys tend to be more

correlated positively

that active girls and
reflective, and that in girls, the increase in behavioral
is accompanied by increased intellectual

impulsivity
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activity.

Differences in impulse control are recorded between
hyperactive and-control groups of girls, and between
impulsive boys‘and girls. Prinz and Loney (1974) rated
girls on a teacher-rated five-point scale of impulse control
describing 15 behavioral categories. Thé 16 hyperactive
girls were divided into two groups, eight girls in grades
one through three, and eight in grades four to six.
Hyperactive girls rated significantly lower than control
groups, and demonstrated marked differences in abiliﬁy to
control impulses. : J

Kagan, et al., (1964) working with a Fels
longitudinal study on the use of analytic concepts in a
grouping test and emotional control test reports a positive
correlation .45 for boys and a negative'corrélatién for
girls -.20. These studies found that attentiveness in
planning, a characteristic of reflective cognitive style,
has a positive effect on academic performance in male
subjects. The same variable appears to produce a negative
effect on the performance of girls. Kagan concluded that
girls tend to perform better on standardized tests when
théy become more impulsive; whereas boys improve on the

same task when they become somewhat more reflective.
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Distractibili

Distractibility is the ¥PBrm frequently used to
describe a central behavior characteristic of hyperactive
children who are not able to persevere with homework and
classwork, who are easily éivertea from projects by
extraneous stimuli and who are unable to 1iéten to a story
or participate in table games and group activity for any

1]

length of time.

According to Alabisco (1977), confusion regarding a
satisfactory definition has developed from the synonymous
‘use of distractibility as inattention, and from referral to
this phenomenon aé a response to irrelevant stimuli.
Alabisco argues that a child may demonstrate an adequate
attention span and yet fail to execute the two-stage
discrimination response required by selective attention.
Although such performance during a selective attention task
is rather poor, the child should not be described as
distractible. ! ¢

Recené research by Kaspar and Kasaba (1975) sought to

develop an operational definition of distractibility based -

on a biosocial p involving the interaction between
the child's capacity to attend and the characteristics of
the child's environment. They defined distractibility as

"the child's internal ability to control his immediate



interactions with the environment . . . a child is
considered distractible when he does not attend to the
stimuli that the adult who is in a controlling relationship
to him feels he should attend” (p. 8).

This interpretation is food for thought for teachers
and parents of hyperactive children. It illustrates pcss;blé
dlfferences between the social expectatlgns of adults and
children and the child's response to environmental change.

Kaspar et al., (1971) used four measures of
distractibility involving visual and auditory discrimination
tasks. These instruments were develpped to apgéal to
children and differ according to the ﬁype of sensory input
and sensory output required by the‘task; The instruments
measured deficits in auditory gnd visual reception and
motor and verb;i expression. Twelve girlé and 24
boys between five and eight years of age with a diagnosis
of minimal brain dysfunq;ion participated with a matched
control group in a study examining the relationship between
distractibility, activity level and neurological evidence
of brain damage. The findings showed significant
differences between female and male subjects on three out
of four measures and suggested that brain-damaged females
are less distractible than brain-damaged males. Raspaf‘
et al., concluded that the only meaningful construct of

dlstractlblllty is one that accommodates visual distrac ti-

bility and auditory distractibility as separate entities.
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1 intelligence, academic achievement and
cognitive skills. One major concern is whether hyperactive
students have a lower IQ and/or a lower level of scholastic
achievement when compared with other children. The
probability of accurately assessing their capabilitiés
is assumed to be lowered due to their short attention span,
lack of confidence and expectation éf failure. It appears

hat these negative characteristics common in hyperactive

rr

children, produce detrimental effects during the required

demonstration of skill in testing situations regardless of

v

the children's innate intelligence (Ross & Ross, 1976).
Kagan (1965b) reports that highly impulsive children are as
likely to be of high intelligence as low intelligence.
‘Trites (1979) found that more than 9 peréent of
children who rated as hyperactive were also abavé average in
learning c{ggcity; When the data was examined by se#, 4.2
percent of hyperactive girls were noted as above average
reéﬁfdeé as below average. 1In contrast, 15.6 percent of boys

rated above average, 20.0 percent appeared to be average, and

31.0 percent demonstrated below avéfage capacity. One

!interestiﬁg trend observed from these ratings was that the
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prevalence of behavior problems in all hyperactive children
was lower when the children were higher in ability. Hyper-
active girls with above average ability were less hyperactive.
they presented fewer conduct problems, they were less tense
and anxious, and scored lower on inattentive-passive meaSures
than did girls with below average and average learning
capacity. Trites’findings supported an earlier Buggestion
by Palkes and Stewart (1972) that although some hyperactive
children appear to be of lower intelligence they may learn
at a rate that is normal for their level of intelligence.

Prinz and Loney (1974) studying the possibility that
hyperactive children do not initially differ in intellectual
endowment found that the level of intellectual functioning
drops across time. Results indicate Younger hyperactive
girls do not differ from their controls in IQ. However,
older hyperactive girls appear to have lower IQs than control
peers.® In addition, older hyperactive girls presented lower
+IQs than the younger. ‘

Differences were not observed between younger control
and hyperactive girls on measures of self esteem. Results
indicated that in the older population the self esteem of
hyperactive girls was lower than that of controls. Prinz
and Loney found that older hyperactive girls failed to show
a rise in_self ésteem across age when compared with older
nonhyperactive girls. It appears 1likely that the variables

of self esteem and intelligence may be an influence on the
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academic achievements of hyperactive girls.

Personality Theory

The concept of personality refers to certain enduring
d15p351 ions in the constitution of the individual. It is
the basic reality nurturing or underlying important indivi-
dual differences in behavior. Behavior may be described
in terms of attitudes, habits, traits and types without
necessarily satisfying the causal question: why is the

individual behaving in a particular manner?

Eysenck Theory of Persona ality | _.
Two very pawerful and very influential dimensionsg of

personality have been labelled by Eysenck (1947): extra-
version-introversion, and neuroticism (or emotionality, or
instability as opposed to normality or stability). Eysenck
does not suggest that people are always as extreme in behavior
as one or the other descriptions suggestsg rather, most

people fall into a middle area of the description.

C

A third major dimension, psychoticism, was hypothesized

by H.J. Eysenck in 19924 Fysenck postulated that just as

neurosis is a pathologye¥] exaggeration of high degree of

some underlying - trait of neuroticism, so §sychcsis iz a
pgthelggiéal xaggeration of high degree of some underlying
oticism (Eysenck and Eysenck, 1975). In 1964

added to

scale to measure dissimulation wa
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Eysenck's instrument.

Eysenck states that all individuals occupy a position
. . i
extraversion-introversion, neuroticism

(2]

in the dimensions o
and psychoticism. Individuals at the extreme end of the
dimension whose behavior patterns exhibit a highly developed
degree of disorder may appropriately be deemed neurotic,
psychotic, extraverted ér’intravertad.

Persanélity is defined by Eysenck as the more or less

H

stable organization of a person's emotional, cognitive,
intellectual, conceptual and physiala§i331 behavior which
determines to a lérge extent his adjustments to environmental
situations. Eysenck stresses that since human conduct is

not specific but pfésenﬁs a certain amount of generality,
conduct in one situation is predictable from conduct in other
situations. Differing deg%ées of generality give rise to
different levels of persocnality, theréby creating the

hierarchical structure on which the dimension of extraversion-

H

introversion is based. Eysenck concludes that personality is
a powerful inward force, the most complete embodiment of

8 not merely a collection of

[ ]
(S

wholeness in man. t

£+ o) Y

sensations, motives and memories. Hence, these personality

.

factors are important in any assessment of children.

Eysenck‘personality variables

A description of th

c

is presented to facilitate

nderstanding the precise nature

of the dimensions.
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l. Extraversion and Introversion. Eysenck present

the typical extravert as an individual who craves excitement,
takes chances, is sociable, is generally an impulsive person,
is carefree, easy-going, optimistic, one who likes to "laugh
and be merry". Extraverts tend to be aggressive and lose
their temper quickly. Their feelings are not tightly

controlled and they are not always reliable.

In contrast, the introvert is
feelings are under close control and he seldom is aggressive.
Introverts prefer a well-ordered mode of life, they are
serious about everyday matters, they distrust the impulse of
the moment and plan ahéad before acting. They are given to

-introspection and are rather quiet.

2.~ Neuroticism (Emotionality). The emotional control

governing individual behavior ranges from emotional stability
to emotional instability. The typical, highly neurotic person

. is likely to appear worried, anxious, moody and }requently
depressed. He suffers from various psychosomatic disorders
and'Fléeps poorly. Neurotic individuals tend to be overly
emotional, théy react very strongly to all manher‘éﬁwstimuli
and.experience difficulty.settling down after an tmcﬁignally
arousing experience. Frequently such strong emotional reactions

lead to rigid and irrational behavior. The typical term to

describe the heurotic is “worrier®”,



23
When extraversion and neuroticism interact, a neurotic
extravert develops. This person will tend to be restless

and touchy, excitable and possibly aggressive. 1In contrast,
stable extraverts respond emotionally in a weak and slow

manner and return to baseline quickly after being emotionally

aroused.

3. Psychoticism (T@qghf“indEdnEES);! Eysenck's

concept of psychoticism overlaps with three psychiatric
diégn@stig termss psychopathic , Echggaid and behavior
disorders . The term "tough-minded"™ is used synonomous ly
with psychoticism by Eysenck. Tough-minded children are
described as glacial and lacking in human feelings for fellow-
being and for animals, aggressive and hostile, even to people
that care about them. These children seek to accommodate

their lack of feeling for others by indulging in sensation-
seeking "arousal jags" with little thought to the consequences

or dangers assoc ed with their activity. According to

Eysenck, socialization is a relatively alien concept to tough-

minded chi en and adults. Feelings of guilt, empathy and

sensitivity to others are unfamiliar to them.

4. Lie Scale. Eysenck developed the "Lie" or
falsification scale to detect intentional response distortion

thin the lavels of

[ 20

by individuals seeking to keep responses w
social desirability where such a tendency would seem
appropriate. 1In older individuals a common example may be

L ]
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found in their responses as part of an employment interview.
In approaching the problem of causal agents
responsible for behavior patterns, Eysenck states both
heredity and environmental factors must be scrutinized.

Although heredity does greatly determine personality,

personality is significantly affected by environemtnal factors.

Self concept is the private language and sense of

be ouselves. American

-

personal integrity we use to descr
psychiatrist Harry Stack Sullivan (1953) maintained that the
person's conception of himself emerges from the reflected
appraisals of other significant persons. Development of

self concept begins in infancy. When parents and signifiégnt
others communicate positive feelings through the process of
empathy, and are comforting and loving, the child develops

positive feelings about himself.

A negative self concept is implanted by negative

appraisals during any developmental stage. Sullivan writes
that the negative child tends to see in others what he sees
in himself, and attempts to reconcile in himself that others

are as bad as he deeply perceives himself to be.

The reflected agp:aisals are instrumental in shaping
behavior and strongly influence educational outcome. 1In a

recent study by Eysenck (1981) comprehensive school students

in London, 306 girls and 101 boys, completed the self report
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JEPQ and an Antisocial Behavior Scale. Intercorrelations
Suggest a strong link between the lack of empathy and anti-

social behavior in children. Eysenck concluded that the

emerging picture of the antisocial child is of an individual

who is low on empathy, is exceptionally impilsive, who
is somewhat extraverted and tough-minded. Girls, however,
appeared to be more empathetic than boys (Eysenck and
Eysenck, 1980).

In changing the self canéept; literature indicates
that a change in behavior precedes a change in attitude and
self égn:ept; Bandura (1969) emphasizes that the relative

superiority of a behaviorally oriented approach stems from

the fact that a basic change in behavior provides an

objective and.genuine basis by which one feels self-respect,

self-confidence, and dignity" (p. 91). Long-lasting

behavioral changes will occur only if they are reality based.

Ther!ef@re, it is doubtful that the low self concept commonly

associated with profound physical disability would alter
to reflect an accepting, positive attitude towards self

unless it was reality based.

To what extent does self attitude affect educational

outcomes? Generally, a negative self perception pradu:es

s

maladjustment and underachievement at schaal while a positive

perception produces success. In Duf society overactive,

/

restless children elicit negative reactions far more frequently

from socialization agents than do inactive children (Ross



and Ross, 1976). S

Negative self concepts of students who belong to
minority groups and general group maladjustment based on
skin colour also directly affect school performance
(Hammill and Bartel, 19?5); Gage and Berliner (1975) report
a moderately high correlation (.72) between immaturity of
self concept and reading disabilities in gfada three. They"
infer that unsatisfactory examination results of high
anxiety students may be associated with poor self concept.

in student populations there exist three hierarchi-
cally orgfnized levels of self concept as illustrated in
Appendix D, Figure 1. At the top of the figg;e Level 1
indicates those beliefs that are relatively difficult to

£

modify, or the general self concept. Level II presents

three major areas of self perception: the physical, social
and scholastic. 1In Level III, the self concept is directl
related to specific subject and concept areas. Concep

areas relating to athletic ability or handsomeness awe

probably the least resistant to change. As an indj)vidual's
improvement occurs in the specific areas it forms he basis
for broader personal development towards the general self
concept in Level 1I.

Studénts who effect behavior change may, ¥n some
instances, appear to initially reject their succ
experiences. Such change may reflect for t incongruency
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betﬁeen self concept and experigice (Gage and Berliner,
1975). Long-term behavioral change in high priority areas
of concern will proffer a change ;ﬁ attitude and acceptance
of self. Then the reflection will accord with reality
and the hyperactive child will become aware of the powerful

impact of positive reflected appraisals.
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CHAPTER II1I

Research Design, Instruments and Procedures

This research project focused on the differences

in patterns of school behavior, personality structure, and
. : N\

concept in a representative sample of $males

et
1=y

degree of se

girls comprised three groups:

m

in grades four and five. Th

hyperactive, highly active and control. The entire study

\anner, all instruments were

ike

=
5

was conducted blind. 1In
scored with the identities of experimental and control

withheld until the study was completed. The schoo

[

s

ted in the initial phase of data collection unaware
that sfeéial attention would be focused on hyperactive girls.
A tandem observation of behavioral and timed events was
simultaneously undertaken to further validate teacher identi-
fication of hyperactive children as pPresented in Appendix C.
Administrative events presented chronologically appear in
Appendix Ei

The research project was designed to answer the follow-
ing questions:

1. 1Is hyperactive behavior in girls positively and

significantly related to extraversion?

[
]

2. What is the measured degree of emotionality

hyperactive and normal girls?
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giils to provide socially acceptable fesganses~as measured by

the Lie Scale? Are these tendencies significantly different?

4. Does a positive and significant relationship

exist between tough-mindedness and hyperactivity in girls?

5. Do hyperactive girls differ significantly from
F
normal girls with regard to self concept?

6. 1Is the school achievement as measured of hy

active girls significantly lower than that of nonhyperactive

Sample

The t@éal fep;esentative sample comprised 226 female

students, grade 4 through 6 drawn from regular classrooms
in the Edmonton Public School system. Control criteria

included chronological age 9 to 12 years and a verbal score

of 85 or greater on the Canadian Cognitive Abilities Test.

All girls had taken the group intelligence test as part of
1

o 3

ar school routine prior to this study. ghe three

schools represented afférdéd equal educational opportunity.
Participanﬁs in the study, teachers, examiners and

observers were blind concerning which children were in the

study and had no advance hypothesis about the campésitien

or differences between groups. To reduce factors which might

detract from the validity of findings and to elicit égjectivg

responses, teachers independently completed their
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questionnaires under the supervision of a research assistant
in a group setting.

The identification of experimental and control
subjects proceeded through several stages. Letters to parti-
cipate in the study were sent home to parents through the
schools (Appendix A). The teacher reports, student testing
and observation wers'simultaneously scheduled in the same
time block between mqrning recess and lunchtimg.

Upon completion of testing and application of scoring
criteria: girls in grades 4 and 5 wére assigned to hyper-

H

active El,highly active E and control C groups. The

27
Conners' Abbreviated Teacher Rating Scale identified 20 girls
as hyperactive (15 or more points). There remained, however,
14 girls with a combination of high CATRS (19-14) and high
JEPQ :cores. These comprised the E2 (secon‘\d experimental)
groups. At this stage 22 controls were randomly chosen from
the remainder of the samble. Fifty-six girls then completed

. . ., © ,
the self report measure of self esteem (Piers-Harris

Children's Self Concept Scale).

Instruments

Four instruments were adopted to answer the research
qqgétions:

(a) The Conners' Abbreviated Teacher Rating Scale
' (CATRS 1969). Y

(b) The Junior Eysenck Personality Questionnaire

(JEPQ, 1975). ’ ,
r
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¥
(c) Step III Study/Listening Skills Tests

w—

Step III, 1979).

(d) Piers-Harris Children's Self Concept Scale

The Conners'Abbreviated Teacher Rating Scale

The CATRS is a l0-item rating scale drawn from the
39~item Conners' Teacher Rating Scale (1969), see Appendix B.
The 39-item CATRS is a behavior symptom checklist that has
five orthogonal faetars? four of which are commonly used:
hyperactivity, conduct problem, inattentive-passive and
tension-anxiety. The CATRS has proven to be drug sensitive
and was adcgted as part of the battery of tests for drug
studies with children published by the Early Clinical Drug
Evaluation Unit, Psychopharmacology Research Branch, of the

National Institute of Mental Health in the United States

(Trites, 1979). The scale appaafs efficacious for diagnosing
and assessing hyperactive children in the classroom. Norms
for the widely used scale have also been developed in New
Zealand (Werry, Sprague and Coherl, 1975), New York (Kupietz,
Bailer, and Winsberg, 1972), the Midwestern United States
(Sprague, Cohen and Werry, 1974), and it has been translated
into French (Trites, 1970).

The CATRS has proven reliable in identifying hyper-
active children and in assessing drug effects. Items are rated
on a four-point gcale in which the degree of activity is scored

3
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as 3, “"very much"; 2, "pretty much;; 1, "just a little':
and 0, "not at all”. Children rated with a total score of
15- points or more are classified as hyperactive. The
correlation between the abbreviated and complete scales is

reported satisfactory (Sprague, Cohen and Werry, 1974).

Junior Eysenck Personality Questionnaire

The Junior Eysenck Personality Questionnaire (Eysenck
& Eysenck 1975) was designed to extend Eysenck's method of
personality measurement to include children between 7 and 15
years of age (see Appendix B). Through factor analytic
methods, Eysenck (1959) hypothesized that there were three
important uncorreiated and distinct dimensions underlying
human behavior. Extraversion (E), neuroticism (N), and
psychoticism (P). The primary advance of the new scale is
the introduction of a new variable P for psychoticism, which
refers to'an underlying personality trait present in varying
degrees i? all persons.

As in the case of earlier scales, this new scale deals
with normal behaviors which become pathological only in
extréme cases. The term for psychoticism, "tough-minded"”, is
suggested to be more appropriate for use with non~-pathological
samples. The JEPQ measures the following traits: P (psycho-
icism, or tough-mindedness: solitary, troublesome, insensitive,
hostile, aggressive tendencies); E (extraversion: outgoing |
impulsive, uninhibited social inclinations; introversion:

quiet, retiring, introspective); N (neuroticism or
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not emotionally stable; and L, the Lie or falsification

scale to detect response distortion, Eysenck & Eysenck (1975).
The JE%& is designed for use w?th girls and boys and
norms are available for graupings on the basis of sex and
age. Sex differences have been observed among the children:
girls appear to be relatively more neurotic than boys and
generally have higher lie scale scores; boys seem to be

relatively more extraverted and psychotic than girls. Results

appear to indicate a notable increase in extraversion with

increasing age, with girls showing the more rapid increase.
-

Girls also seem to become increasingly neuroti#®; however,

1]

-this trend was not observed in the male sample. No obvious
trend for P was observed.

The JEPQ contains 81 items of which 24 ﬁeasure extra-
version (E), 24 measure neuroticism (N), 21 m&asure‘psychétﬁ
icism (P), and 12 constitute a lie scale (L). With regard
to the extraversion scale, extraverts are those who score
from 19 to 24 on the questionnaire, ambiverts score between

nd 6.

']

7 and 18, and introverts score between 1
| The JEPQ is based largely on British standarization.
The sample included over 3,000 children from various parts of
the country representing different kinds of schools. The -
:eliabilitiég of E, N and L are all within the .70 to .90
range, while those for P are a little below the .70 value.

These values have been found acceptable for purposes of group
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testing and comparison. Eysenck and Eysenck (1975) concluded
that these values are not inferior to those available for

other published scores.

Step TII Study/Listening Skills Test

The Step III Tests, published in 1979, were designed
to measure skills and abilities developed as a result of
students' educational experiences. The Study Skills/Listening
Tests measure infarmati@napracessing'abilities in two separate-

ly timed sections. Study Skills measures the ability to locate

and organize information and to use and‘unéerstAhd common

graphs. Listening involves an oral Presentation by the
teacher and measures the student's ability to follow direc-
tions and to comprehend and interpret connected discourse.
Step III contains 50 items; 30 study skills questions:
precede 20 listening questions, each portion is 20 minutes

long. The tests appropriate for each grade level are: Level

E (Grades 3.5 = 4.5) and Level F (Grades 4.5 5.5).

Step I1I was the most complex norming effort under-
taken in the United States. Pretesting of 25,000 students in
kgrades 3 through 12 permitted a broad sample. Considerable
evidenée supports the validity of STEP; correlations between
parallel forms range from a 1¢w of .70 to a high of .95, with

the majority at .80 or better.
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The reliabilities of the STEP III Fall test forms
are: Level E (4f) Study Skills .93, Listening .89; Level F

(5f) study skills .93, Listening .81 (Step Manual, 1980).
\

S——-

The Piers-Harris Children's Self Concept Scale

The Children's Self Concept Scale (CSCS) was designed
by Piers-Harris in 1969 to assist children in describing” the
way they feel about themselves (see Appendix B). The children
are to respond "yes" or "no" to 80 first-person declarative
statements of the type "I am a happy person"; negative ;erms
such-as "don't"” have been omitted to prevent confusion among
younger childten. Approximately half of the declarative
sentences are worded to indicate positive self concept while
slightly more than half indicate negative self concept.

The CSCS has been standardized on 1183 school children
in grades 4 through 12 in Pennsylvania. The internal
consistency of the scale ranges from .78 to .93 an& retest
reliability from .71 to .77. TQere appear to be no consistent
sex or'grade differences in the means. This scale does not
appear to correlatg unduly with social desirability; however,
a high correlation of -.54 to -.69 was observed with the
measure of anxiety. Piers-Harris concluded this correlation

represents a true trait correlation rather than one of response

style. v _ -
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Procedure

Prior to our testing ;f pupils each principal
received a letter (see Appendix A) requesting that children
sheets. Teachers then provided observers with a class list
of girls’names, each girl identifieé by a number (1,2,3, etc.).
A girl's class seating plan thus identified was made avéilablei
Several days prior to data collection an inservice
was given by the researcher. The 16 research assistants,
both men and women, were teachers well experienced in classroom
management. (Some were on leave of absence from teaching;

some were retired). Teams of two people were assigned to each

class. The research project packages distributed contained in-

structions, test booklets, work sheets and computer answer
sheets. Stapdard procedures described in the respective

test manuals were reviewed and subsequent questions were

sed.

discu
In addition, graduate students collecting behavioral

and timed events data (see Appendix C) attended a separate
inservice sponsored by the thesis supervisor. The phenomenon
being examined in the behavior and timed events sampling
conceptually matches hyperactivity as defined by the study.
For example, the segmenter behaves in disorganized vays,
lacking in purpose, and actions expressed seem independent

of each other. These actions tie to hyperactivity more closely



than to nonhyperactivity. 1In addition, the concept of
flow-er would be significantly unlike the hyperactive in
so far as a;} actions expressed are coordinated and efficient.
in Appendix E. =

The Junior Eysenck ,Personality Questionnaire, Step III
Study/Listening Skills and the Connors Abbreviated Teacher
Rating Scales were administered between November 4-7, 1980.
Piers-Harris Children's Self Concept Scale testing was
compleied December 9, 1980.

Preéeding each testing session, girls were instruc-
ted to try their best and not to discuss or compare questions
and answers. Reassurance was given that answers H@ﬁld remain

confidential and be used -for research purposes only.

Conners' Abbreviated Teacher Rating Scale

e
Teachers retired to the staff room and answered all

items (descriptive terms of behavicr)\by placing a check mark
in the column best describing each girl's degree of activity.
The questionnaire also provided space if which the teacher

- could record other observations and comments.

Step III Study/Listening Skills Test

Testing materials were glaced on desks during recess.
Questions pertaininq to gridding of answers on the computer.

.answer sheet or general directions were answered. During
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" administration, research assistants circulated to check that
each student was working in the proper part of the test book
and that answers were marked in the proper place on the answer

sheet.

Junior Eysenck Personality Questionnaire

The JEPQ administration adhered to Eysenck's
instructions (1975) with students silently reading and
responding ‘yes’ or ‘no* to all 81 items. Subjects with answers
missing héd their attention drawn to the omissions during

. ,

invigilation.

Piers-Harris Children's Self Concept Scale

Before distributing the scale, one research assistant

[i+]
W

spoke to the girls about the value of finding out how one

really feels about one's self. Central to these instructions

was the importance of obtaining a completely honest response

rather than a socially desirablé one. d@irls were directed to

o

yo really feel you are, not as you think

*answer the items a

you ought to be."” .

TR T T YT SN VS ST S S SN



CHAPTER IV

ry

-Results

Introduction

The analysis is presented in two major sections.

L]

The first section contains the association of data from
Conners' Abbreviated Teacher Rating Scalg, Junior Eysenck
Personality Questionnaire, Piers-Harris Children's Self
Concept Scale and the Step III Study/Listening Skills Test.
The second sect%@n comments on observation of behavioral/
timed events and on additional unobtrusive measures, that is,

reading test result

obtained from cumulative records.

The sequence of reporting is in terms of means ané'
standard deviation, profiles (graphs), and correlations
and mean differences,

Five statistical designs were employed. The One Way

Anova sought the significance o

[}

of groups. A comparison of pairs of means was obtained using
the Scheffé method for multiple comparisons. IndLractian
between vagiables on personality factors (JEPQ) and self
concept faétgrs (CSCS) was assessed by Two Way Anova. The
Duncan test for group differences analyzed the group means
within each grade. Dégfee of relation between variables will

be expressed as a correlation.

39

difference between the means -



- 40

Positive correlation exists when variables either
increase or decrease simultaneously. Negative correlations
occur when one variable decreases as the other variable
increases. The Pearson product-moment correlation coeffic-
ient measurif variables that are quantitative, of the
interval or ratio type.

Due to the.small sample size in El, E2, and C (grade
4: 9,8,11; grade 5: 11,6,11) the number of correlations dis-
cussed in the groups is very much restricted. For example,
with a small sample size of only 6, only 6 variables can be
considered as independent and free to vary. Others are
constrained and are then forced to be perfectly dependent

upon these 6 variables.

Conners' Abbreviated Teacher Rating Scale

-

The Conners'Abbreviated Teacher Rating Scale of 10
items distinguishes the gfoups"hyperactive"and"nonhyperactiver
An analysis of variance reveals significant differences between
means among each groub within grade.

The results of the Grade 4 analysis (F = 114.31;

p < /01; df‘2,25) and Grade 5 ana}ysis (F = 57.88; p < .01;
df 2,25) indicdte sig;ificant within-grade group differences.
Using the Duncan test for group differences a signiffcant
difference is observed between all group means within each
grade, the greatest difference occuring between hyperactive

¢

(El) and control (C) groups (see Table I).
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MEANS AND STANDARD DEVIATIONS OF HYPERACTIVE AND NONHYPERACTIVE

GROUPS IN TERMS OF GRADE AND GROUP AS MEASURED BY

CONNERS' ABBREVIATED TEACHER RATING SCALE

Grade 4 Class Mean El =9 E2 n=8 C =11
X X sd X sd X sd

9.82 17.11 2.37 11.38 1.06 2.73 2.49

Grade 5 Class Mean El =11 E2 n=6 C =11
X X sd X sd X sd

- 11.75 19.09 3.91 12.67 1.163 3.91 3.30

Ei Hyperactive girls, 15 or more points

E.

2 Highly active girls, 10 to 14 points

c Control (normal) girlslo to 9 points



TABLE I1

MEANS AND STANDARD DEVIATIONS CF HYPERACTIVE AND NONHYPERACTIVE

GROUPS COMBINED ACROSS GRADES 4 AND 5 IN TERMS OF

CONNERS' ABBREVIATED TEACHER RATING SCALE

42

Hyperactive girls El 20

Highly active girls E, 14

Control &ﬂgﬁﬁg girls C
: 22

3.31 2.91

When combining the grades according to group (see

Table II), the one-way anova presents significant differ-

ences (F = 146.19; p < .01; df 2, 53)at the 0.05 level

on the CATRS measure. Control girls are least active while

the hyperactive girls are the most active.

indicates significant dif

ferences among all three groups.

Junior Eysenck Personality Questionnaire

{

The Duncan test

The Eysenck Personality Questionnaire evaluates four

factors of personality functioning: psychoticism,

neuroticism, extraversion, and Lie Scale (see Table I111).
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TABLE III

GRADES 4 AND 5, IN TERMS (F THE JUNIOR EYSENCK
Grade 4 Class as a El =9 EZ ™=§ C =11

Whole n=28 - ’ .
Factors X X sd X sd X sd
Psychoticism 3.10 4.00 2.18 3.87 3.09 1.82 1.78
Extraversion 16.03 15.67 4.33 16.37 3.29 16.09 4,32
Neuroticism 11.53 11.78 2.78  10.64 4.32
Lie Scale 12.96 12.11 3,19 14.18 4.14
Grade 5 Class as a Fj =11 Ez n=6 C =11

wWhole nh=28
Factors X X sd X sd X sd
Psychoticiam 2.32 3.27 2.65 2.67 1.97 1.18 1.40
Extraversion 16.03 16.09 = 3.62 14.33 3.62 16.91 2.77
Neuroticism 12.35 12.82 2.44 12.50 1.76 11.82 3.57
Lie Scale 11.92 11.46 3.88 11.33 3.83 12.73 3.07

E, Ryperactive Girls E, Highly Active Girls

C Oontrol (normal) Girls
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No differences were found between grades 4 and 5
(F =1.99; p < .16; df i,SOh however, significant
differences on the Psychoticism variable among groups
El’ E2 and C were found on (F = 5.44; p < .01; df 2,50).
The interaction between grade and group was not gignificant_
Group contrast (comparisons) indicated significaﬁt P factor
differences between groups El and C (F % 4.84; p < .01;
df 2,50) but not betwggn El and E2, or between E2 and C
(F = 2.70; p < .08; df 2,50).

No other variable of the Eysenck measure showed

any grade differences, group differences or significant
wF

interaction.
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groups, respectively.
Correlations indicating high to moderately high
association among JEPQ variables are observed for grade 4

in group E, between the following variables: on P and N

1

(r = .797; p < .01), E and LS (r = .820; p < .01), and

between N and LS (r .643; p < .05).

In grade 4 E, the correlation between variables

L8]

N and LS is significantly different than 0.0 (r = -.933;
P £ .01). A high positive correlation was found among
variables E and LS (r = .831; p £ .01) in the grade 4
controls.

The grade 5 sample failed to display significant

correlations on the JEPQ.



TABLE V

CORRELATION MATRIX IN TERMS CE‘CENHEES'AEEREVTBQEI)iEECﬂER RATING SCALE
AND THE JUNICR EYSENCK PERSONALITY QUESTIONNAIRE, HYPERACTIVE

-

A

N
I

4 E, 234 - 159 .364 .474
n

-.465 .538

"

Wk

wn

[,
|

n

5 E, | .355 .282 -.302 -.016
n

5 E, , .083 .158 .835* .277

5 c . 350 .469 LB4T7rx -.309
n=11 ‘

_ . * 7 * & 7, ) o
Level of significance .05 p < 0.05 .005 p < 0.01
EL Hyperactive E, Highly active C Control (normal)

Significant correlation (r = .592; p < .05) between

4 E, group as seen in Table V. A positive correlation among N and

Eysenck's N and the Conners' scale exists in the hyy

CATRS (r = .847, p £ 0.01) is observed for grade 5 control
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girls. A high negative relationship (r = -.835; p < .05)
is found on N among highly active, grade five Ez girls.
The correlation among the remaining variables was

v

not significant.

Piers-Harris Children's Self Concept Scale

The Piers-Harris measure of personality functioning
obtained through self-report presents a profile of six
variables: behavior, intellectual and school status,
physical appearance, anxiety, popularity, happiness and
satisfaction (see Table VI).

There were no significant differences between means
by grade (F = .961; p > .331; df 2,50), by group (F = 2.71;
p > .075; df 2,50), or interaction between grade and Qroup
(F = .122; p > .885; df 2,50). Group comparisons indicated
differences between groups El and C (F = 2.71; p'> .076;

df 2,50), but not among El and EZ nor between EZ and C

(F = 5.56; p > .577; df 2,50).

B I e LI R e e B e D e e o
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TABLE VII
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CORRELATION MATRIX IN TERMS CF THE PIERS-HARRIS CHILDREN'S SEIF CONCEPT

Group Sulf Corcmpr Belwvior
Factors .

&

tual arel

Inte] lec- Fhr?i;il Arxiecy Fopular- Hepp

Appear-

ity and

™
ot

VYL BN I I B SN e m

Inte]lec-
tual and
School Status

Mrysical
Appeararce

Popularity

g

-763*

LTALEE

B34

<6418

-S14*

671
K Fridd

412
L6131

803

.522¢

T79ee

9055

<63

.2%7

.150

.571*

- 059
<447
L T56%
<S4l
<49
SRl
- 280

.22% -650*

- 686"
-555%
<823

Jeza

W7

.570%

,' *
Level of significance .05 p < 0.05

El Hyperactive

E

Highly Active

*
<005 p £ 0.01

Control (normal)
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A separate analysis fa% each grade is presented in
Table VII. The abbreviations for the CSCS are: B, Behavior;
1S, Intellectual and School Status; PA,6 Physical Appearance;
A,Anxietf; P, Popularity,; HS, Happiness and Satisfaction.
Significant correlations on all personality variables were
found in the grade four hyperactive E‘1 girls. Very high
correlations are reported among variables B and IS (r = .919;

p £ .005), Band HS (r = .944; p £ .005), PA and IS
(r = .909; p < .005). A high correlation is observed

1]
.
oo

4

'S

between variables A and IS (r ; P s .005) and among

H and IS (r = .834; p £ .005). Of the remaining correlations
five are moderately high (ranging from r = .779; p < .005 to

r = .705; p < .05) and 4 are moderately associated (r = .673;

Iy

Ps .05 tor = .613; p s .05).

bl

The grade 4 E, correlations indicate very high
association among H and PA variables (r = .905; p < .005).
A high relationship among the variables B and A (r = .859;

P £ .005), PA and A (r = 2827; p £ .005), PA and P (r = .803;

A

p .005), and between A and HS (r = .879; p £ .005) is

observed. Three moderately high correlations (ranging r = e

.768; p < ;05 tor = .758; p £ .005) and four moderate

correlations (r = .695; p < .05 to r .613; p < .05) are

observed. \
Thé grade 4 C group indicates a high correlation’

améng P and A variables (r = .823; p 5 .005), a moderately

high correlation between P and 1S (r = .735; p £.05), andEE
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and B (r = .741; p 5 .005). Two moderate correlations are
found in A and IS (r = .624; p < -05), and HS aMa pa
(r = .663; p < .05). .

The grade five population presents fewer significant
correlations than grade four. 1In. the hyperactive group, El
high correlations occur among B and IS (r = .883; p £ -005),
and A and HS (r = .826; p < .005). Three moderately high
correlations (from r = .756; p < .005 to r = .705; p=< .005)
and three moderate correlations (r = .696; p < .05 to
r = .609; p < .05) are observed.

The correlations for grade five E2 indicate very high

correlation among variables PA and HS (r = .941; p £ .005),

It
~J
o
~

L)
I

a highiccrrelatién among variables B and IS5 (r = .79
.05), and twe moderately high correlations among PA and P
(r = .745; p 5 .05) and among vafiables P and HS (r = .715;
P = .05).

In the grade five control group two moderately high
correlations among PA and IS (r = .714; p < .05), PA and
A (r = .700; p < .005), and a moderate correlation A and

HS (r = .650; p < .05) are reported.



- TABLE VIII
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CORRELATION MATRIX IN TERMS OF THE PIERS-HARRIS CHILIREN'S SELF OONCEPT

SCALE, CONNERS' ABBREVIATED TEACHER RATING SCALE AND JUNIOR EYSENCK

PERSONALITY QUESTIONNAIRE FOR HYPERACTIVE AND NONHYPERACTIVF

GIRLS, GRADE 4

mmcm.s'
. Growp Pactaors Babawvicr Intallectual and Physical

Level of significance
4 El RHyperactive Girls

=9

=11

- C Control (nommal) Girls

*
.05 p < 0.05
E, Highly Active Girls

n=8

.005 p < 0.01

School Status Appsarance Satisfaction
E Corvars’ -.168 -.251 -.088 -.468 131 -.13%
LN -.474 .191 .197 -.212 .602* -.21a
c -.076 .402 . 550 .446 .57%e .4%9
E Eysenck -.670* -.618* - 414 ~.684° -.304 -.541°
Poyctoticies
L, -.826* -.660* -.760* ~.945°% -.576* ~.854%¢
c -.611* -.081 -.332 ~.657° -.432 -. 666
E Eysanck JT11e .595¢ L8648 u .256 .449 .663¢
Extraversion
E - .451 .879 .233 .429 551 158
< .20) .05% -.032 -.006 ~.062 .381
g Eysenck -.E31* - 558" -.210 -.698* -.395 -.469
Neuroticism
L, .145 -.362 -.201 -.049 -.318 .133
c .367 -.35¢ .063 ~.596* -.521* -.060
E Eysenck L7120 . 645 .383 495 .489 .562¢
Lie Scale
E, -.202 .387 .248 .124 .421 .126 -
c .383 .030 -.059 -.10% -.109 .189
E Piers-tarris L9390 . 968 859 .06 .832 . 900%*
Raw Score
E, L8530 .§729e N ILE LgT7e 628 L9617
c .685* .829%e .643* L5490 L8380 82808 ‘{
. /



Corracs’ .103 L3171
.191 -.170

-104 =.362

=. 487

=.179

127

.59

.511

-.183

-162

5 = - 5 . * -~ = -
Level of significance 05 ps 0.05

*h

.005 p < 0.01

El Hyperactive Girls E2 Highly Active Girls

=1l
C Control (nommal) Girls
n=11

=6
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The correlation {:trix in Table VII shows that grade

four E, display significant moderately high correlations

1
among Eysenck's E and Piers' B (r = .711; p 5 .05), Lie Scale
and B (r = .712; p < .05), and E and HS (r = .663; p < .05).

Negative correlations are reported between variables Eysen§;

P and B (r = -.670; p < .05), P and IS (r = -.618; p < -05),
P and A (r = -.684; p'< .05), Nand B (r = -.631; p s .05),
and N and A (r = -.698; p < .05).

In grade four E2 a moderate correlation is observed

. between Conners' and Piers' P scale (r = .602; p < .05).

Negative correlations are observed for the Eysenck P factor

and several Piers' variables: P and A (r = -.954; p 5 .005),

P and HS (r = ~-.854; p < .005), P and B (r = --826; p £ .05),

A

P and PA (r = -.760; p .05), and P and 1S (r = -.660;

The grade four C population display negative corpela-

tionfs hetween the Eysenck P and Piers' factors: P and HS

(r -.666; p < .05), Pand A (r = -.657; p s .05), P.and B

-.611; p < .05), and N and A (r = -.596; p < .05).

(r
Fewer significant correlations are evidenced in the
grade five girls (see Table IX). In the hyperactive El group
the association between the Conners' and Piers' scales is C
.and PA (r = .654; p < .05) and’C and P (r = .612; p < .05).
The association between Eysenfk E and HS is (r = .591; p <
.05). A moderate negative correlation is found among Eﬁi@nck's

N and PA (r = -.686; p s .05).
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The Ez group displays significant high correlation
among Eysenck E and A variables (r = .822; P < .05). 1In
the grade five girls significant negative correlations
appear among Eysenck's P and Piers on variables P and IS

(r = =-.726; p < .05), and P and P (r = ~.604; p < .05).

€tep ITI Study/Listening Skills Tests )

‘The study skills portion measured student ability to
locate and to organize information and understand common
rgference sources. Listening measured the ability to follow
difections, c9mprehend, and interpret connected piscourse.
The means and standard deviations are presented in Table X.

There were no significant differences on study skills
between means by grade (F = .131; p > .918; ar 2,50), by
group (F = .107; p > .898; df 2,50), or interaction among
grade and group (F = 1.250; p > .295; df 2,50). Group
comparisons indicated no differences between groups. No
significant differences were observed for Listening Skills
either by grade (F = .580; p > .450; df 2,50), by group
(F = .516; p > .600; df 2,50), or interaction between group
and grade (F = 2.136; p > .129; df 2,50). Differences

failed to appear when groups were compared.
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OF HYPERACTIVE AND NORHYPERACTIVE GIRLS, GRADES 4 AND 5,

T
i ACCORDING TO ELEMENTARY READING TEST SCORES

Grade 4 Factor X X ad x sd x sd

Deceding 35.27 37.250 34.446 29.500 19.045 37.625 23.652

hension 31.59 32.000 29.650 27.833 14.372 34.000 24.963

o
E
o
”
7
o
i

A
% |
A
X |
A

Grade 5 Factor

* Decoding 41.12 30.600 24.749 37.200 27.653 55.000 31.281

hension 35.16 20.200 16.969 39.600 25.987 49.333 31.863
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?‘ .
Unobtrusive Measures - Elementary Reading
- Test Scores — L _—eecng

Reading test scores obtained from cumulative folders
were not available for the entire sample. The following
results are based on the students with complete data; the

number of girls in the groups were as follows: grade 4 El
!

1 lo0, Ezbg 5, C =9 (

=8, E, =6, C=28; grade 5 E ee

Table XI).

Decoding Test

The results of the grade 4 analysis (F = .186;

P > .831; df 2,21) and grade 5 (F = 1.86; p > .179; df 2,21)

fail to indicate significant grade and group differences

(see Table XI).

- Comprehension

The grade 4 findings (F = .109; p > .897; 4af 2,19)
did not present significant differences between the groups
or grades. Grade 5 results (F = 3,22; p s .059; df 2,23)
indicate means differences are approaching significance;
however, the small population and large erzar do not permit
the comparison of reading scores with school achievement

of hyperactive and nonhyperactive girls (see Table XI).

s

i
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CORRELATION MATRIX IN TERMS OF CONNERS' ABEREVIATED TEACHER RATING SCALE,

ALY L LI S

" S e,

S LA

L

Mo ticiEe

Eysaeck
Lae Scald

Fisrs-Harris
v Scors

P F. |

=M
.29}
-060
-4B8
- A4kl
-.414
.71e*
-Hs

-8

=.019
=79 ¥

036

[

ot
ok
L™}

.= a1t =.6

[]
'

ol
it

.073 371

164 =. 571

=.030 - 448

-3128

830

N Fil

. —— = 7 —— = —_—
Level of significance = .05 p $ 0.05  .005p < 0.01
El Hyperactive Group EZ Highly Active Group
C Oontrol (normal) Group
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In the correlation matrix in Table XII, the hyper-
active El grade four girls demonstrate significant moderate
to moderately high negative correlations on measures of s
scholastic achieveﬁent_ Negative correlations are reported
between variables CATRS, JEPQ, Step III Study/Listening
Skills, Decoding and Comprehension: CATRS and SS (r = -.739;
p £ .05), CATRSEand Decod. (r = -.706; p < .05), CATRS and -
ﬁﬁqgg. (r = .599; p £ .05), Eysenck variable P and SS (r = .636;
P < .05), Pand LS (r = -.609; p < .05), P and Decod. (r =
-.691; p < .05), P and Comp. (r = -.656; P s .05), N and ss
(r = -.634; g 4 ;DS)f One mc§§rately high positive correlation
was present between Piers-Harris CSCS and Steé III Study
(r = .718; p s -.05).
The grade four Ez displayed high negative car?elatiaﬂs
between CATRS and SS (r = -.756; p < .05), and among CATRS
and LS (r = -.793; p < .005).
In grade four control girls a high positive correlation
exists between Eysenck N and Decod. (r = .816; p s .005).
The gfaae five girls present fewer siénificant
correlationS[ There appeared.no significant correlations be-

tween CATRS and measures of scholastic achievement; however,

correlations are observed for Eysenck, Piers-Harris and

academic measures. :
The hyperactive E iq/zz;de five displayed high negative

1
correlation among variables P and LS (r = -,802; p < .005); a

moderate negative correlation was observed between P and Comp.

(r = -.669; p 5 .05).



E2 presents high positive correlations
between Eysenck E and Comp. (r = .836; p s .05), and among

P-H and Comp. (r = .830; p £ .05).

correlation between variables P-H and Comp. (r = ,829;
P £ .005) and moderately high correlation among P-H and
Decod. (r = .740; p < .05).

Behavior Event Sampling and Timed
- Event Sample

Trained observers collecting cases of children whose
operational behavior with schoolwork might illustrate
performances by hyperactive and nonhyperactive subjects
enteéed the grade 4 and 5 rooms assigned to this study
(reported in Appendix C).

- The concept of activity used in the behaviéral;evénts
sampling concerned an efficiency or connectedness of the
behavior relative to in-classroom performance. In this regard,

10 girls identified as segmenters, their behavior identified

as disconnected. Overlying Conners' criteria, 9 of 10
segmenters were identified among the group of 20 hyperactive
girls suggesting the relatedness between hyperactivity and
the concept of segmenting as outlined in Figures 4- 6,
(Appendix D).

The on-task behavior and efficiency of a school
operation is referred to as flowing. . The student's CATRS

protocols revealed that the segmenter (hyperactive) girls



63
displayed fragmented actions, and poor school operational
behaviors. They were considered by teachers to be defi tely
less productive than the flow-ers. Flow-ers appeared not
-only systematic and efficient on their school tasks, they
also had a lower level of behavioral disturbance.

Hyperactive students displayed a higher median CATRS
score (9) than did flow-ers (5). 1In addition, hyperactives
presented lower medians on Step III Study/Listening skills
percentile scores (49,40) compared with flow-er scores
(55,42). Behavioral event and timed event analysis indicates
a poor pexformance by segmenters (10,4.5) while flow-ers or
nonhyperactives scored favéurably (24.5,11). The two ;r@ups
were very similar aﬁ Step III Listening Ekllls percentile
scores (segmenters 40, flow-ers 42).

A visual profile of the mean scores of the test
factors for hyperactive and nonhyperactive children is presented
in Figures II and III (see Appendix D}i A wide range of scores

is evident. This combined with the sample size increased

the margin for error and restricted the opportunity to
generalize from the data. The qraup of hyperactive girls (20)
was approximately 10 percent of the representative sample EZE)

If the size of this sample were increased to 500, or greater,
the number in the hyperactive group could substantially

increase.

.

-



Discussions and - Implications

In general terms, the main purpose of this research
was to examine the assumptions underlying the association
of hyperactivity and personality characteristics in girls.
More specifically, the primary objectives were to test the
relationship between hyperactivity and the variables extra-

. . . : T St b .
ersion, neuroticism, psychoticism, social dissimulation,

<
H

=

f concept and academic achievement. In this chapter the

1741

e
results are discussed in relation to the objectives and
issues related to children's hyperactivity. Teachers'
fgspcnses on the CannerS‘Abbrefiated Teacher Rating Scale
and pupils response on the Junior Eysenck Personality
Questicnhaire,EEZErs-Hgfris Children's Self Concept Scale
and Step III Study/Listening Skills are discussed. At the
end of chapter V unobtrusive measures of school achievement,
reading test scores, and aspects of teacher reliability data

=

from an independent measure are included.

Conners' Abbreviated Teacher Rating Scale

The results of this study indicate that it i

possible
for the classroom teacher to isolate tQF behaviors of
hyperactive children using the Conners' (1969) scale. This .

scale measures children's classroom behavior, group

64 .
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participation and attitude toward authority. As predicted,

the Conners' was able to distinguish between hyperactive and

nonhyperactive children. According to this instrument 10 percent

of the sample of girls in grades 4 and 5 were identified.
Children identified as hyperactive on TATRS were also
identified on the behavioral events sample as disorganized

nd inefficient on their school work. Certainly disorgani-

u

ation in activities may be seen as a dimen ion of hyper-

4]

activity. While statistical validation available on the
CATRS appears to be limited, the results of the Timed Events
and Behavioral Events measure do p;av;de a dimension of

validation worthy of consideration in this study.

Junior Eysenck Persor nality Questionnaire
) As previously noted, individual differences and
personality factors are of paramount importance in under-
standing the c&mglexities of hyperactivity.
One plausible explanation for highly active behavior

may be that hyperactivity in girls would be associated with

an extraverted dimension in personality while the .nonhyper-

)

ctive personality would reflect an introverted factor. The
present study did not confirm this hypothesis; rather, it

bserved that there was very little difference between the

[}

groups on this measure. There are exceptions. Our sample
of girls may not have occupied a position on the extremé of

this personality factor; it is likaly they represent the

midpoint. The intercorrelations of Eysenck variables indicage
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that, for the hyperactive girls, correlation among subtests
was high, i.e. between factors Extraversion (E) and Lie
Scale (LS).

Another common assumption underlying hyperactive
behavior concerns the degree of emotional stability-
instability. It was hypothesized that hyperactive girls
might be less emotionally stable than normal girls when
measured on the neuroticism personality factor. Our subjects
appear to occupy the midaie area of this personality dimension.
The results report no significant difference; between the
two groups. However, an iﬂterésting and sigpificant inter-
correlation among variables Neuroticism (N) and Psychoticism

(P), Neuroticism (N) and Lie Scale (LS) was observed for

[
o]

grade 4 E., and in grade 4 E,\ between variables N and Ls.
The question needs to be ma§é>sharply defined because in the

Ecore

o7

case of factors N and LS hyperactive girls di

differently from controls.

o o

The hyperactive population is generally depicted to

receive negative reinforcement. An additional concern in
studying behavior is the need to present socially acceptable
answers rather than to respond spontaneously and speak one's .,
mind. The findings suggest that hyperactive children are no
differeng than nonhyperactive on the social dissimulation
variable; One reason for this result may be that children

at this age'éc worry that théy be éaeially azcepﬁablei What

happens, and EQat-the§ say may differ from one day to the next.
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The hypothesis that hyperactive girls score more highly on
the measure Lie Scale than control girls was not canfirﬁed_
However, significant intercorrelations are observed for grade
4 El among factors LS and E, LS and N, and in grade 4 Ez
between variables LS and N. N !

Central to the study of hyperactivity is the qguestion
whether a positive and significant differfgﬁe in tough-minded
behaviors would be present in the hyperacﬁi#e but absent in
the normal female sample. Eysenck (1952) c;psiders the P

factor, psychoticism, to be a strong influence in behavioral

disturbance. As predicted, the results of this study canfirﬁ

o
oM

rls,

1]

n

[T}

strong presence of the P factor in hyperactive g

7]
m

not in normal girls. The influence of tough-mindedness w

clearest in comparing groups El and C for both grades. 1In

grade 4 El an intercorrelation of P and N was observed.

The relationships between tough-mindedness and field
dependent-independent, authoritative-permissive, and
reflective-impulsive factors need to be explored. Children's
scores that appear on the extreme dimension of the P variable
may dgmcﬂst:ate odd, isolated behavior, 1aciing in human .
feelings even to those near and dear. They may, when aroused,
disregard extreme danger and their exaggerated behavior
Suggests a relationship between P and the phengmenaﬁ of

impulsivity.
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Pfe;s-ﬁ;:ris Ch;ld;gnf§J§glf Concept Scale

The literature on hyperactivity indicates that
children so labelled reflect poor self concept and negative
self perceptions. Eénce, ﬁhg possibility that hyperactive
girls would haée significantly less positive self caﬁégpt
than nonhyperactive girls was examined. Results do not
confirm this prediction. These findings concur with Prinz
and Loney (1974). The mean differences were no: sign.ficant
(Table VI). Strong significant iﬁtérE@rréiatiﬂnS on all
self concept variables were inficated in the grade 4 ;yper—

active sample (Table VII). These factors are somewhat

I

iﬁexplicablei Piers-Harris consider that extremely high
scores do not indicate a positive self concepts rather, they
are viewed as defensive responses., The g@gsi?iiity does
exist, however, that 'the young children identified as
hyperactive may indeed have genuinely high self égncepts_

Low as well as high scores were observed in both groups.

Step III Study/Listening Skills Test .

Another gene:alizétian about hyperactive chi}iréﬁ
is that their school achievement will be adversely affected
through basic difficulties with attention deployment and s
response inhibition. Howkver, as prgvicusly cited research )
suggests, hyperactive stndgnts should be capable of average
achievement (Trites, 1579). The degree to which individuals

attend and respond is a dimension on which they vary.
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Accordingly, in seeking to determine whether the measured
school achievement of hyperacti¥e girls was significantly
lower than nonhyperactive girls, no significant differences
were observed although the range of scores for the hyperactive
children was indeed broader than naﬁhypfrastive children_i

Unobtrusive Measures --Elamentafy Regding -
Test Scores

As an additional measure of school achievement, and
to increase the descriptive integrity of the hyperactive
female student, reading test scores were obtained through

Sch@clifilés. The test comprised two parts, skills in

¥
Decoding and Comprehension. Significant differences were not

Oobserved for either portion. Although grade 5 presents large

mean differeni on the Comprehension portion (F = 3.22;

p s .059) theighall sample size and large error do not

permit a statement of Eignificam:’

Eehavicral Evehg;ﬁSample

Children's operational behavior with school related
tasks was assessed by behavior rating and timed event
sampling measures (Ei;hgp; 1981). Results indicated
segmented behavior and productlivity by the nine hyperactive
girlé in grades 4 and 5 while flowing, productive behavior
was observed for the controls in gfi%gs 4 and 5. These
measures were gathered by observers going into the classroom.

*

Children were. visually identified and scored on variable
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oordinated activity within four minutes on the two measures

Ly

indicated, behavioral events and timed events scales. Nine

,egménters appeared in the hyperactive profiles

]
vl
r
\U\
(2%
g
m
o
]

when these subjects were identified at the completion of

the study. This suggests that CATRS and these two measures
are correlated. It further suggests that the phenomenon

of hyperactivity does indeed indicate a lack of synchrony

in the process of completing school rélateﬂ tasks (see Figure

4). This should further be investigated.
-

Conclusions

In summary, the above finéings suggest the following
Eaﬁclusi@ns:

1. Hyperactive girls did not ex?ibit greater extra-
verted personality dimensions than nonhyperactive
girls. However, thérc@ncept of extraversion needs
to be more carefully examined. The relationship
between dimensions such as distractibility,
purposefulness, attendability and hyperactive
behavior should be investigated. f-

2. Hyperactive girls were aé emotionally s%able as
nonhyperactive girls. However, the trend
established in the relatiqgship between variables
N and P, and N and E warrants investigation.

3. Hyperactive girls did not differ from normal

giri; on social dissimulation (Lie Scale).
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Significant intercorrelations suggest the need ¢/
to replicate this aspect of the study, considering
motivation to dissimulation is high.

Hyperactive girls exhibit greater tough-mindedness
than nonhyperactive girls. There is a positive
and significant correlation between the P factor
and hyperagtivity. Further investigation of .
children whose responses are on the extreme
dimension of the P variable is warranted.

Children with a high P factor could be identified
as disruptive in school, more difficult to control,
less capable of social learning, less positive

in social interaction and as being at risk for
delinquincy. .

Hyperactive girls did not differ from normal girls
on the self concept scale; they were equally
confident. Piers-Harris point out that high
scores reflect defensiveness and these girls may
indeed have been defensive. This interpretation
plus the s%fnificaﬂt intercorrelation between
Piers-Harris variables sugges®s a more careful
examination of thé concepts of self perception,
self report, self regard and hyperactivity should

be undertaken.



6. Hyperactive girls did not score significantly

irls on the Step III

o

lower than nonhyperactive

Y028 ;ty to attend, interest in thé content, and
the purpose for listening. Therefore, investi-
gation of these variables could be profitable.

The concept of hyperactivity is complex. Into this
perplexing fabric we find interwoven dimensions of personality,
behavior, envirgnmént, development, learning and physiological
well-being. Female school-age children have been neglected
by resea rch (Whalen and Henker, 1980). This relatively
narr@; focus was of concern; consequently, this study examined
aspects of hyperactivity and personality characteristicé in
girls.

Results indicate hyperactive girls are more tough-
minded than nonhyperactive girls, that is, more aggre%sivei
The presence of a strong P variable on the JEPQ in the

hyperactive sample stands noteworthy; it correlates highly

y

with' pﬁis veness and sensation seeking (Eysenck and Eysenck,

1980), and presents a qualitative dimension of behavior in

hyperactive girls recently indicated in antisocial and
delinquent populations (Eysenck, 1981, Eysenck and McGurk,

1980, Saklofske and Eysenck, 1980). Intercorrelations of
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self concept variables indicate a trend in which all
hyperactive girls are very concerned with their behavior

as it affects their happiness, school status, intellectual
functioning and their personal appearance. The younger
hyperactive girls were also worried about their popularity.
In terms of academic achievement, there are nﬂ'significant
differences within the grade and across the group on the
adopted measures. Findings suggest that hyperactive girls
may better respgné to structure in education than those not
so0 identified.

The concept of hyperactivity is not yet well under-

stood (Whalen and Henker, 1980, Trites, 1979, Ross and Ross,
M76). Hence, the study needs to be replicated. The sample
size may be increased by studying more children here and
elsewhere, by studying all the students within one grade at
a time, and by including the kindergarten population Further
dimensions of the sample may be examined by studying dif
groups of children such as students on medication, ethnic
minorities, the physically disabled, learning disabled and
so forth.

Testing should inc?&de the use of more measures on
the sample studied. Of value would be measﬁrés of intelli-
gence (perhaps the WISC-R), reading and mathematics. To
ensure greater validity the blind and simultaneous testing
of all groups is high%y desirable. ! In addition, the groups

in the study may be selected and their results scored by the



74
computer, iiei.the investigator may coordinate the observers
and place the gathered raw data into the computer. The
additional study which was conducted while this study was in

progress indicated that a high degree of agreement exists

]

betwéen the téa:her rating scale (identifying 10 percent o
this representative sample as hyperactive) and the indepen-
dent behavior observations. o
The range of measures employed seemed narrower than
originally thought. These tests may not have been éble to

assess the finer degrees of comprehension necessary to

a}
o
)

pond accurately. Perhaps other measures such as the

Nelson Reading Test could be adopted to examine the more

discrete facets and competency in exercising literal,

deductive, inferential and pfediztive comprehension skills.
All children are governed by individual personalities

1

and behavioral patterns. This study has shown some differences

in female behavior generally labelled hyperactive. For

example, the_ hyperactive qirl;iQEfe viewed by teachers to

be generally less productive than nonhyperactive girls as

indicated by their results on the CATRS and a strong trend

toward tough-mindedness was observed in the hyperactive

group as-iﬁdicatéd by their results on the JEPQ. Questions

abound. How would the girls scores change on the measuré

of tough-mindedness, self perception and asgievemenﬁ as they

,grew older? 5

e
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The concepy inhypgr;ctivity is indeed complex. 1In
general, the girls labelled hypegifgtve by the teachers
and by the behavioral instruments behaved more like the
nonhyperactives on the global measures of the tests employed.
However, on the discrete measures, differences appeared
between the normal and hyperactive girls,

In gonclusion, this study Suggests'that females
are different from males and may, therefore, require a
different psychological approach to the managemenﬁ of their

hyperactivity.
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- S 807, 11135 - 83 Avenue,
’ Edmonton, Alberta,
. T6G 2C6 i

[ ‘ October 28, 1980

Dear.

With regard to our recent telephone conversations
regarding a research project, I am submitting the finalized
plans.

During the week of Novemher 4th through 7éﬁ? a team
of researchers from the Unive ity of Alberta will be present
during the morning to observe the learning, styles of children
in grades four through six.

The study of children is in two stages. Stage one
comprises four parts:
1. direct observation of children during regular
class in desk activity (15-20 minutes).
¥

2. teacher response questionnaires completed by

teachers. .

3. a task of study skills - listening undertaken
by both boys and girls (40 minutes).

4. a writﬁéy éurvey (Yes, No) of girls in each

class (20 minutes). ’

Stage two will require those girls selected from
1 the above information to complete an additional
lestionnaire (15 minutes) at a later date.

a
qu

This study requires visual observations to be carried
out directly following the morning recess. ‘At that time,

the teachers will retire to the staff room to respond to
their questionnaire. Students will be under supervision of
the researchers and shall cvomplete their tasks by lunch time.

To help us prepare for accurate assessment of pupils, -
we would greatly appreciate your assistance by the following:

”v‘
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l. a class list of the names of girls with each ,
Student assigned a number, e.g. 1,2,3, etc.

2. a class seating plan with the girls identified
by number only, these will be given to the _
observers, g _ S T

3. a sharpened HB pencil on the desk of each student
and their desk cleared prior to recess dismissal.
‘4. familiarization with the computer answer sheet.
[

5. numbered class list of girls and their seating
pPlans will leave the school with the observers
(in envelopes provided by the researchers).

6. teacher rated forms, skill%—listéning, and "Yes,
No" forms will be coklected by remainder of
research group.
_ We shall have survey results available for your use
within a short while and shall forward them to you.
Tﬁanking you for your cooberation in this project’

realizing fully the inconvenience created and the additional
trouble you have gone to .in re-scheduling classes.
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October 30, 1980
To, the Parentsf@ua;éians of - ) Etudents *
,Deé:’?argnts/@uardians, - -

Your children are part of a large group selected
to participate in a University of Alberta study of children.
The prajezt will record the 1 \irning styles of g;rls and
boys in grades four through six. Eath student in the study
will first be asked to complete .a guestionnaire which will
take appraxlmately 40 minutes; the gifls wimll then complete
' second questionnaire, about 20 minutes.

At a later date a smaller group of girls will be
chosen at random. These girls will fill in a group gquestion-
naire, taking approximately 15 minutes of their time. This
is all that is required.

‘. N

I shall be happy to supply aﬁy further infiormation
which you may require concerning this study and may be
contacted at 433-1857 after 7:30 p. m.

Qf; Tom Blowers, Director of Research with Ehe
Edmonton Public School Board has made the necessary arrange-
ments and given permission' for this study to take place,

subject to your consent to have your child participate. The
findings of this study may help many children across Canada,
it would be apprec1ated if your youngster could gart;:lpaté,

Thank your very much for yo é@’peratlan.
F - )



NAME - i

SCHOOL 7 o~

My child may participate

in this study.

i

I do not wish my child to participate in

Please

child's teacher.
o

o

-

89

this study. .

v Gnggab@ve and kindly return this form to yéug
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) o 807, 1113% - 83 Avenue,
. ‘ . I Edmonton, Alberta . .
) T6G 2C6

E

November 4, 1980

=

Dear

I greatly appreciate your assistance in helping
me to diagnose various activities which contribute to
the development of learning styles in children.
In that regard, you are requested to complete a
guestionnairé on each female member in your classroom. s
You're to work independently ‘on this task.
N *

1. Please print the student's names: '
Surname, First Name
School

2.. Please respohAd %o each one of ten questigns.
Thank you very much,

*

- 7 . .
Yours sinee:ely: -

—
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CONNERS' ABBREVIATED TEACHER RATING SCALE

Child's Name

TEACHER'S OBSERVATIONS -

Information Obtained B
: Month

Flease respond %o each question

School __

Degree of Activity

ot Just a Pretty Very
Gbservation . At All Little Much Much
1 2 3

1. Restless or overactive

2. Excitable, impulsive

3. Disturbs other children

4. Fails to finish things
he starts, short attention

5. Constantly fidgeting

6. Inattentive, easily

' distracted

7. Demands must be met im-
mediately-—easily frustrated

8. (Cries often and easily

9. Mood changes quickly and
drastically

10. Témper outbursts, explosive
and unpredictable behaviour

¥

OTHER OBSERVATIONS OF TEACHER (Use reverse §§dé if more space if required).

*
#
]




! ltemsr of the Junior Eysenck Persanal;ty Questlannalzse

I,‘V EFER‘ Y QUESTION, MARK [UST ONE BOX. . : ’ 93
* 1. Do you like plenty of excitement goingon aroud you? . . . : YESD NDD
- 2 Areyoumoody?’ . | | e ves [ N::;[j
+ 3. Do you enjoy hurting pecrple youlike? . . . . Y S YESD NDE
4]  Were you ever greedy by helping yourself to more than your share of anythipg? . . . . YES :l NO [;]
5. Do you nearly always have a quick answer when peﬂpje talk toyow? . . . . . ygs D NO D
6. Do you very easily feel bored? . . . . . . C e . . ... .. YES D chlj
7. : Would you enjoy practical jokes that could sometimes really hurt people? . . . . YES D NO [:]
8. Do you always do as you are told at once? . . . . | | s+« - . . . . YES Q NO D
9. Would you rather be alone instead of meetling other children? | ‘ NO D
i 10. Do ideas run through your head so that you tannot sleep? NO E
11, Have you everlﬁrcken any rules at school?> . . . ¥ . ' NO lj
12, Would you like other children to be aﬁd ofyou? . . . L5 NO S
13- Areyauratherhvely? T e e, ’!_ NDD

14, Do lots of things annoy you?', o

15.  Would you enjoy cutting up animals in Si:ien!ce class? ..
16. Did you ever take anything (even a-pin or button) that belonged to someone else?
17. Do you have lots of friends? ‘ _ i !
18. Do you feel “just miserable’ fAr no good r;asan?
19. Do you sometimes like tcasiﬁg animals? . . .., . .o b
20. Did you ever pretend you did not hear whEﬁ SQFR’EQHE!W;GS calling you? .

21. Would you like to explore an old haunted castle? | | | ‘.

22. Do you often feel life is very dull? . oL c e e

23. Do you seem to get into more quarrels and scraps than most children?

24. Do you always finish your homework before you play?

25. Do you like doing things where you have to act quickly? . . _ | NO D
g B

26. Do you worry about awful things that might happne-nfl No []

27.  When you hear chifdren using bad language do you try to smp lhirﬁ e .. NO D

28, Can you get a party going? .

29.  Are you easily hurt when people find things wrong with you or the wock you do?

30. Would it upset you a {ot to see a dog that has just been run over? .

31. Do you always say you are sorry when you have been rude? . ., . | -
32. lIsthere someone whc\ Is trying to get back at you for what they think you did to th:m?
33. Do you think water skiing wauh? be fun?

34.  Dayou often feel tired for no reason? - C .

35, Do vou rather enjoy teasing other children? . ...
36. Are you always quiet when older people are talking? . v

37. When you make new friends do you usually make the first moye? ~o [(]
38.  Are you touchy about some things’ , ~o []
39. Do you seem to get into a lot of fights? " S l:] NO [j
40. Have you ever said anything bad or nasty about anyone? ., . . YES [z NO E

GO RIGHT ON TO THE NEXT PA 1GE.

"y



41.
42.
43.
44,
45.
46.

47

48,
49,
50.
51.
52.
53,
54,
55.
56.
57.
58"
59.
60.
61.
62.
63.
. 64,
65.
66.
67."
68.
69
70.
71.
72.
73.
74.
75.

76.
77.
78.
79.
80.
81.

Do you like telling jokgs or funny stories to your friends?

Are you in more trouble at schaol than most children?

Do you generally pick up papers and rubtpsh others throw on the classroom’ ﬂcrnr?

Have you many different hobbies and m[eresig?

Are your feelings rather easily hurt?

Do you like playing pranks on others? . . ... =
Do you always wash beforeameal? . . . . -

Would you rather sit and watch thﬁ;lay at parties? |

Do you often feel fed-up? - Coe e

Is it sometimes rather fun to wajch a gang tease or bully a small child? | 4

H

Are you always quiet m class, even when the teacher is out of the room?
Do you like doing things that are a bit frightening? , .
Do you sometimes gel so restless that you cannot sit still in a chair for long?
Wouid you like to go to the moon on your own? ce e

At prayers or assembly, do you always sing wh‘én the others are smgmg7

* Do you likg mixing with other chlldren? . .a :

~ Are your parentsdar too strict with you? .
Would you like parachute jumping? " . . .
Do you worry for a long while if you feel you have made a fool of yaurself'»’
Do you always eat everything you are given at meals?

Can you let yourself go and enjoy yourself a lot at a lively party?

Do you sometimes feel life is just not worth living?

Would you feel very sorry for an animal caught in a trap?

Have You ever talked back to your parents? .

Do you often make up your mind to do things suddenly? .

Does your mind often wander off when you are doing some work?

Do you enjoy diving or jumping into the sea or a pool?

Did you ever write or scribble in a sehool or library book?

Do other people think of you as being very lively?

Do you often feel lonely? . . . . . . . I,
Are you always specially careful with other pecrple 5 I:hmgs?

Do you always share all the candy you have?

Do you like going out a lot?

Have you ever cheated at a game?

Do you find it hard to really enjoy yourself at a lively party?

Do you sometimes feel specially cheerful and at other times sad without any good reason .

F

Do you find it hard to get to sleep at night betause you are wofrying about things? .

Do you throw waste paper on the floor when there is no waste paper basket handy?

Would you call yourself happy-go-lucky? .
Do you often need kind friends to cheer you up?

Would you like to drive or ride on a fast motor bike? .

PLEASE CHECK TO SEE THAT YOU HAVE ANSWER

EDALL

vEs[] ~no[7]
ves [} ~no []
YESZ ~o (]
ves [] ~no[]
ves[] no[]
ves{] ~no[]
ves[] no [T
ves[J no[]
ves [ no[]
ves[] ~o[]
ves[] no[]
ves[] nNo
ves[] ~no[J
ves [] ~o[]
ves [] no[]
ves[] no[]
ves [} no[]
ves [] ~no[]
~ves[] ~no[]
ves [] ~no[]
ves [] ~no[]
ves[] no[]
ves[] ~o[]

Sb
S "
O

THE QUESTIONS



Items of t;t{e Piers-Harris 7Chi,17d:rjen 's Self Concept Scaxle

Here are a sef of statements. Some of them.are true of you and so you will circle

the yes. Some are not true of you and so you will circle the no. Answer every 95
question even if some are hord to decide, but do not circle both - yes and no. ‘Re*‘
member, circle the yes if the statement is generally like you, or circle the no if

the statement is generally not like you. There ore no right or wrong answers.

Only you can tell us how you feel about yourself, so we hcpe you will mark the

way you really feel inside.

1. My cléssmates moke funofme . . . . . ... ... .......... yes no
.'E.Iama‘hapzpypersag!..ii..,..e.i,..{;...i.i,..)resna
3 Ifnshardfarmemmakeﬁi:nds ...... ,yesna
4, lnmnffen‘;adj....:..._.i.i....'..i'.’.....i..i..yes no
S. lamsmart . . . . . L. L e e e L yes no ‘
6. lomshy.. . . . . . ... ... .. . ... "yes no
7. 1 get nervous when the teachercallsenme . . . . . . . . . ... .. yes no
BiMylmksbcfharne-.i!,.i,ii@,i_...i...‘igi._}reSnam
_‘?”‘Wherxlgraw up, Iwnllbe an important person . . . . ... ... .. yes no
10. Igef worried when we have tests inschool. . . . . .. .. ... ... yes no
ll.Iamuﬂpapular,...,g...ii,..;i;iggié,, ..... yes no
12. lam well behovedinschool . . . . ... .. ... .......... yes no
13. It is usually my foult when something goes wrong . . . . . .. . .. . yes no
14, 'iﬁﬂusehéublefaﬂqfumlly..L.;.....f.....-....‘..iYesnﬂ
]5ilams&rang.,,!‘,Vi..,!i.@...;i.!\_;f!g..gg,i'yesné
16. | have good ideas . . . . . . Bt ﬂ .. .. ...... yes no
17. lam aﬁﬁ_?artanf!mémber of my famil; C e e e e e e F‘ .. .. yes no
18. 1 usually want my own way " yes no
19. | am good ot making things with my honds . . R T
20.Igiveupeas:ly.,;iiiig,.;.”i,i.gi;.‘.(;‘_i.r.,ygsnf::



21. | om good in my school work
22, Idnmanybgdfhmgs
23It:mdruwwell
24. | om Q@Qd‘iﬁ music. . ... ... . ....
25. | behave bodly ot home . . . . . .
26. | am slow in finishing my school work
27. | am an important member of my closs .
ZBInmﬁervaus/%yes
2‘?;Jhavepreffye;;es.i.i.i,.i.igi_i.ig.i.-@i.z,i.yes
30. keoan giveg'gc;@d report in front of the élas;. e yes
31. Insx:h@oil'gmgdreafneri e e e e e e - yes
32. | pick on my brother(s}and sister(s) . . ... L L L yes n
33. My Friends like my idews. . . . .. . ... .. ... . . .‘ ..... yes
34." loftengetinto trouble . . . .. ... ... yes
35. lamobedientarhome . . . . ... ... yes
36. tomilveky . . .. .. ... ... e e e yes
37;lwérryqlat,.............!i., Ve e e e yes
38. My parents expect too moch of me . . -‘ ..... e e e e e e yes
39. 1 like being the way lam . . .. .. yes
40. ffeel left out of things . . . . . . . . e e e e e e, yes
J

no
no
no

no

no
no
no
no

no



4.

43.
44,
45,
46,

47.

49,
50.
51.
52.
53.
54.

55.

57.
58.

59.

no

no

no

no

$ no

no

no

no

no

no

- No

no

no

es no

| have nice hair . yes
Iaffgn\rﬂlunteaf?nsch@l..igi._niiii_.g.g_iglii. yes
L wish | were different . . . . . . v it e yes
Isleepwellatnight . . . . . ... . ... .. ... .. ..... yes
Iha‘tes::h;:l.....i............i,/’;ﬁ...‘_i.....yes
I‘amgmngfhelgsfh;bEt:F@sznF@rgames e yes
lamsickalot. . . . . . . . .. . . .. .. ... e yes
l.amaﬁenmanmiafhapeapleiii;g._-gg.,t....,;. yes
My classmates in school think | have good ideas . I
I«:mmhgppyiygs
have many friends . . . . . .o i e e e e yes
laﬁiheerful C e s e m it s e 4 e e e et et e e YES
I am dumb about most things . . . . . . . S yes
lamgoodlooking . . . . . . . . . . . i e e e . yes
lhave lotsof pep . . . . . . . . . 0 i i i e e e e yes
| getintoa lotoffights . . . .. ... e e e e e e e e e e e yes
lampopularwithboys. . . . . ... ... ....... e e e e yes
People pick on me Ce e e
My fomily is disappointed inme . .-. . . . .. .. ... ... .... Yyes
lhave apleasant face . . . . . . . .. . . .. .. i e yes

no



61.

62.

2

65.

67.

69.
70.
71.

72.

When | try to make something, everyfhingsemtég@wmg e yes no
lnmp:ekedaﬁathamemﬁa
Iama!egdgringaﬁesmdspmfs ............ e yes no
tamelomsy . .. .. ... ... . e e e e e e e yes - no
In games E-‘idsp@l:fs, | watch instead of play . . . . c e . ... yes no
lf@rgefwhafllearﬁ...'.,;.ii.!i.;g.;ii.i,i.._ yes no
| am easy to get along with e s s e i s e i i s e s s . ... ves no
Ih;sernytemgzreasily R T P
Iampapulﬁrwifhgirls.;i_;.i!.g..i;.g.!_g..;.i yes no
lcmagmdreaderpyﬂﬁc
!wauldrafherwﬁkﬁl@nefh@nwifhggﬁu‘pi e e -« ... yes no
| like my brother (sister) . yes no
| have a good figure . . . . . .. . .. . .. e yes no

I om always dropping or |

| can be trusted . . . . (. .

98

lfhmkbgdrhaughfsygsna

I;rye&sil); ................. B yes no

famagoodperson. .. .. ... ... ... ......... .. .. yes no
Score
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BEHAVIORAL EVENTS SAMPLE

#
As an axten51§n to the study, our trained observers
were sent into grade 4 and 5 classrooms to score female
students’operational behavior while doing schac% work. As

this part of the study fell within the constraints set by

another study, only the responses of girls were

considered.
We were looking at segmenters and flow-ers. Initiall

all children (boys and girls) were administered the STEP I11

Listening and Study Skills Test and their teachers, who were

the Conners' Abbreviated

m

blind to the study, were to scor
Teacher Rating Scale. Following the testing, our trained
observers were sent to the classrooms to rate children's
operational behavior with school-related tasks. Scoring
consisted of completing a behavior rating scale sensitive

to the Flow-er, segmenter and sustainer categérigs and the
administration of a timed event sampling procedure. The
behavior rating scale was a check list with Six categories
where the observer rates behaviors in each category on a
scale of 0-5. The timed event)pracedure consisted of
dbserving céntinu;usly while marking behavior at 15 second
intervéls. In the first minute, warkingAiﬁ pairs, observers
selected four children. 1In the next two they completed the

behavior rating and conducted a timed event sampling in the

last. #e felt that the observers speed of decision-making

100



? 101
would enhance the validity and reliability of our methods.

Scorer agreement was approximately 55% ﬁitb the behadior

rating scale and 70% with the timed event procedure.
Scorer protocols were divideg into flow-ers an
segmentgrs on the basis of the number of points each

. 4
or presentation here ten of each style were randoml elected.

n

Box and whisker graphs (Tukey, 1977) of the behavior rating

and timed event ﬂaSufES; the Crcnne:i‘ Abbreviated Teacher

Rating Sca}ei andxkﬁé STEP 1I1I Stud?/;is;ening Skills Test

scores between the

ire presented. The central box contain

upper and lower quartiles (the middle 50% of the group), and
the whiskers extend to the highest and lowest score to give
an iﬁdicatian of the range. The meéian is indicated by the
horizontal line located in the box. )

In the case of behavior event sampling and timed
event sampling the two groups wére very different, with all
flow-ers having higher scores than all segmenters in both cases.
Altﬁcﬁqh there was a substantial overlap on the anne§52
the segménters had a higher median and a much greater range.
The two, groups were yery similar on STEP III listening, but

less similar on Study skills wheré the median flow-er score

was approximately equal to the upper quartile of segmenters,
iﬁ&icating a modest degree of discrimination between .the two
groups. Iﬁe higher median on the Conners’'means that the
segmenting children were seen by their teachers as being

more hyperactive and less productive in their work. So far



102

as a group scage.differgntly from the segmenters on the

measures emploved.
Our methods and the §ﬁti§ns prescribing them seems

fruitful and the four-minute sampling blitz seems of value.

=
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D - _ |
Co Flow-ers fgag menters
12 Girls 10 Girls

Qaﬁhers'Ahbreviateﬂ TeacherﬁRating Scale
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APPENDIX E

CHRONOLOGICAL EVENTS
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DATE

October 28, 1980

November 4-7, 1980

{

becember 89, 1980

January 23, 1981

EVENT
Permission obtained to conduct study in
Edmonton Public Schools; representative //

sample drawn from grades four through six

#

comprises 226 girls, .

Tests CATRS,

L]

JEPQ, Step III Study/

Listening Skills administered,

m

simultaneous Behavioral and Timed Events

observation completed. Test scores

tabulated and 56 girls selected on the
basis of these results. Groups E v E2

and C formed according te CATRS and JEPQ

criteria. Group assignmert withheld
from researchers. '

(a0
S

Piers-Harris measure administered.

Collation, tabulation and data analysis
completed.

Group assignments identified for : -
experimenter: El N=20, E2 N=14, C N=22, .

Written report of study prepared.



