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Chapter 1 

1HE PROBLEM AND DEFINITIONS OF TERMS USED 

It has become increasingly evident that education is not a 

sterile procedure added to an individual in X easy lessons, but a pro­

cess of such dynamic complexity that it has been equated with psycho­

therapy (Bettelheim, 1969; Rogers, 1969; Sanford, 1962). Although the 

basic fonnulation of learning is simple, learning = f(variables), the 

universe of variables is infinite. To impose a degree of order, psy­

"", cho19gists have subdivided this universe into environmental, task, and 

organismic ~ariables (Ericksen, 1967). 

While the bulk of educational research deals primarily with the 

environmental and task variables, in recent years, organismic variables 

have elicited mounting attention (Cronbach, 1957; Gagne, 1967; Hullfish, 

1963; Thelen, 1967). Organismic variables are those brought to the for­

mal learning situation by the student himself. They are those personal 

characteristics, such as motivation, intelligence, and past experience, 

in which individuals differ. Ericksen (1967) and Cronbach (1967) advo­

cated that it is these factors which are most important in determining 

how much and how rapidly the student learns. 

Instructional methods rarely take into account these differ­

ences. For years, experienced teachers have said no one teaching method 

succeeds with all kinds of students OMCKeachie, 1963), but research 

neither proved nor disproved their hypothesis. It became the respons­
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ibility of the effective teacher to adapt his method to individual 

students phenomenologically. He barely acknowledged the conunent of 

one student in group discussion but stopped to praise the lesser con­

tribution of another because he felt special encouragement was needed. 

He turned away one pupil who asked for help and walked the length of the 

classroom to help another, deciding to encourage independence in the one 

and to minimize frustration in the latter. On a larger scale ~ he not 

only allowed options for a tem paper, but may have custom-tailored a 

project for the student with special abilities or limitations (Cronbach, 

1967). The significant thing about these adaptations is their infonnal­

ity; there is reason to think that intuitive adaptations of this kind 

occasionally may be hannful (Cronbach, 1955; Cronbach and GIeser ~ 1965), 

and; at best, they are inefficient. 

Precise infonnation defining the' inter-relatedness of instruc­

tional techniques and learner characteristics is demanded. Bettelhelin 

(1969), Jackson (1965), Hullfish (1963) Siegel (1967), and Thelen 

(1968) have echoed the argument pUt forward by Cronbach (1957). In­

structional techniques and persons must be dealt with slinultaneously. 

There is no "best" instructional arrangement, but rather optlinal instruc­

tional arrangements for particular types of learners. 

Bducators have not been unaware of individual differences. 

Although Wlsystematic, their concern with adaptations to the needs of 

the student is a familiar theme. Over the decades, it has proved the 

only justification and basic premise for cOWltless innovations and 

experiments. In Olrrent educational refonn, much of this motion is ori­

ented toward greater student participation and responsibility (Glasser, 
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1966). The theories of client-centered counseling (Rogers, 1942) and 

Lewinian group dynamics (Lewin, Lippitt, and White, 1939) caused educa­

tors to look askance at the traditional, instructor-dominated class­

rooms of Academia. An upsurge of interest in discussion techniques 

and student-centered learning resulted. 

While not the educational panacea it was first thought to be, 

the student-centered approach has survived. Factual knowledge appears 

to be disseminated about equally well in both lecture and less­

structured learning situations. The unique contribution of student­

centered teaching comes in the facilitation of higher-order cognitive 

processes and non-cognitive changes (Ebel, 1969; McKeachie, 1967). 

Because much of the impact of a student-centered technique is 

in the rea~ of affect, it would follow that a student's attitude 

toward the class would be important in fonning the emotional effect 

such a class would have. Following the assumptions of Pervin (1968) 

and Siegel and Siegel (1967), the student with very negative reactions 

toward a course would not be expected to benefit as much as the student 

with a more favorable outlook. 

In this study, subjects were divided into two groups on the 

basis of their favorable or unfavorable reaction to a student-centered 

class. Personality tests were administered in an attempt to explore 

those social-psychological variables that influence attitude and learn­

ing in a student-centered setting. 
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Statement of Prohlem 

What are the personological variables that operate in students 

to bring about a favorable or unfavorable attitude toward a student­

centered instructional approach? Do those students who like such an 

approach perfonn better on course examinations than those who do not? 

Statement of Hypotheses 

A review of educational research presents contradictory answers. 

If an interaction between learners and instructional techniques does 

indeed exist, it is difficult to define and frequently becomes evident 

in tmexpected directions. The following hypotheses to be tested are, 

thetefore, stated in the null fonn. 

1. I There are no significant differences in personality char­

acteristics, as measured by the Edwards Personality Preference Schedule 

(EPPS), of those students who have a positive attitude toward a student­

centered approach and those who do not, as measured by the Survey of 

Opinion (500). 

2. There are no significant differences in personality char­

acteristics, as measured by the California F Scale, of those students 

who have a positive attitude toward a student-centered approach and 

those who do not, as measured by the sa:>. 

3. There is no significant difference in intelligence, as 

neasured by the Otis-Lennon Mental Ability Test, Advanced Level, of 

those students who have a positive attitude toward a student-centered 

approach and those who do not, as measured by the sa:>. 
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4. There are no significant differences in perfonnances, as 

measured by four obj ective, rnultiJ>le-choice examinations, of those stu­

dents who have a positive attitude toward a student-centered approach 

and those who do not, as measured by the SOO. 

Purpose of the Study 

The purpose of the present study was to identify those person­

ality characteristics which differentiate between college students who 

like a student-centered approach and those who do not. The study fur­

ther proposed to examine the relationship between those attitudes and per­

fonnance on course examinations. 

Significance of the Study 
I 

American democracy is committed to the significance of individ­

ual differences. The creative society is believed to come about only 

through the nurturance and inspiration of its individual members. Its 

strength becomes the power to provide for citizens opportunitites and 

rewards commensurate with abilities. in order that the highest levels of 

performance and potential may be reached. To American education falls 

a large measure of the task. 

If it is indeed true that: 

Certain features of the institutional environment which are 
congruent with a particular idiosyncratic drive pattern have the 
power to facilitate performance. (And) Certain features of the 
institutional environment which are dissonant with an idiosyn­
cratic drive pattern have the power to inhibit performance 
(Siegel and Siegel, 1967, p. 323). 

The problem is defined. If the interaction between instructional fonnat 

and student aptitude can be found, the following advantages are expected 
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to accrue (Glasser, 1966): 

1. Self-resourceful and self-appraising learners will be fos­

tered. The primary burden of initiating and maintaining learning will 

shift from the teacher to the student. 

2. Since the environment is adapted to the purposes and re­

quirements of the learner, the possibilities of anyone individual 

attaining competence will be enhanced. A realistic sense of achievement 

will develop, further encouraging the utilization of abilities. 

3. Theoretically, an ideal situation could exist. An insti­

tutional program would begin by a detailed diagnosis of the student's 

learnpng habits and attitudes, achievement, skills, cognitive style, 

motivation, et. cetera. A perscription for an instructional course, 

specifically tailored to individual needs, would be made. In such a 

method, the existing aptitude patterns could be both capitalized on and 

JOOdified (Cronbach, 1967). Conceivably in this procedure, students 

would learn different subjects in different ways - some of their own 

discovery, some by more structured methods, some by reading, and some 

by lectures. 

Such an apPealing educational climate, however, can be only in 

theory. Explorations of aptitude-treatment-interaction are not complete. 

Often they have been only insignificant parts of general works in the 

field of personality rather than works on instruction or even on the 

psychology of learning. At best, the control of treatments is diffi­

cult. MJreover, the state of thinking about personality variables, in 

relation to instruction, is in such a pr~itive state that Cronbach and 

Snow (1969) have viewed plaIUled treatments as inmature. This study 
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attempts to investigate that undifferentiated relationship, in the hope 

that ultimately instructional procedures can be more optimally alligned 

with individual differences among students. 

Definition of Terns 

StUdent-centered. A wide variety of teaching methods have been 

grouped tmder the labels "student-centered," "nondirective," "group­

centered," or "democratic," discussion. They have the common objective 

of offering an alternative to the traditional instructor-dominated 

classroom in an attempt to encourage greater student participation and 

responsibility. McKeachie (1962, p. 328) has compiled a list of ways 

in wtiich the student-centered method.may differ from the instructor­

centered class. (See Table 1). 

The COgnitive processes. Bloom (1956) defined six skills as 

falling within the cognitive domain: memorization, comprehension, appli­

cation, analysis, synthesis, and evaluation. These skills are conceived 

as making up a heirarchical structure with memorization being the basic, 

lowest level skill and the remaining skills going up the hierarchy in the 

order given. 

Non-cognitive changes. Changes in the area of affect or attitude. 

Limitations of the Study 

Findings of the present study are from students enrolled in edu­

cational psychology, Py 334, at Kansas State Teachers College. They are 

as valid as the ass:lll1Ption that the course was indeed student-centered. 

It was considered to be so for the following reasons: 
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Table 1 

Dimensions upon Which Student-Centered and 
Instructor-Centered Methods May Differ 

Student-Centered Instructor-Centered 

Goals 

Detennined by group (Faw, 1949) 

Fmphasis upon affective and 
attitudinal changes (Faw, 1949) 

Attempts to develop group 
cohesiveness (Bovard, 1951) 

Determined by instructor 

Fmphasis upon intellectual 
changes 

No attempt to develop group 
cohesiveness 

Classroom Activities 

Mlch ~student participation
(Paw, 1949) 

Student-stud~nt interaction 
QMcKeachie, 1951) 

Instructor accepts erroneous 
or irrelevant student con­
tributions (Faw, 1949) 

Group decides upon own ac­
tivities QMcKeachie, 1951) 

Discussion of students' 
personal experiences en­
couraged (Paw, 1949) 

De-emphasis of test and 
grades (Asch, 1951) 

Instructor interprets feel­
ings and ideas of class 
members when it is neces­
sary for class progress 
(Axelrod, 1955) 

Reaction reports (Asch, 1951) 

Much instructor participa­
tion 

Instructor-student inter­
action 

Instructor corrects, criti­
cizes, or rejects erroneous 
or irrelevant student con­
tributions (Paw, 1949) 

Instructor determines activities 

Discussion kept on course 
materials 

Traditional use of tests and 
grades 

Instructor avoids interpreta­
tion of feelings 

No reaction reports 
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1. Th~ course gave extended opportunity for student-to-student 

interaction. The class met in large sections of approximately sixty 

students, primarily for lectures, once a week. While in the other two 

sessions, the class was divided into two groups for discussion. Students 

worked in small groups of two or three in role playing and team teaching 

activities. In conjunction with the mit on experimentation, these small 

groups performed and presented an experDnent in written and oral form. 

These projects were mDneographed and given to each member of the dis­

cussion group,. thereby capitalizing on peer eValuation. Group cohesive­

ness was attempted by encouraging each student to know, by name, each. ' 

member of his group, and autobiographies were utilized in early learn­

ing activities. Tutoring and observation-participation experiences 

stre~sed interpersonal interaction. 

2. Attitudinal and affective positions were emphasized. Indi­

vidual self-mderstanding, change, and growth were course objectives. 

The Otis-Lennon, the California F Scale, and a personal estimate invent­

ory, measuring the discrepancy between actual and ideal self, were ad­

ministered. 

3. The testing process was designed to help the student pass the 

course. The mit tests could be taken as many tDnes as required for a 

student to attain his desired level of competence. The score earned on 

the pretest was compared to that of the posttest, and as a measure of 

growth, was considered in the final grade. 

4. Maslow (1970) defined the core of student-centered methods as 

an attitude. The instructor of educational psychology is noted for his 

interest in student feelings and needs. His office was open throughout 
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the day.- He, or a teacting c:.ssis-:=a_nt, w;::s Ycac::'ly avc:ila1:>le. For a 

part of the seffies~er, the class was dismissed Eor one hour a week to al10,~ 

individual consu:l:cc:.t ic~;.. Cl~ss c:.~te~dance ~&S not required and much of 

the schedu1i~:Z '.vas ''::1e stude::-;:; s :.'espo2l.Jibility. 

Tile class:- t...oid8ver, "L~2.S :::-,...ot cc~-.-.?=-(;·"'c.ely ";,\Ti<=-.l'lO"'..lt s·crJctLlre. 

~.", .. r
C8;,,~cral goals 8..c"'1Q. course 00 j ect i ves ,'';8::e estab::" _;:;,~:::d ...1,/ ~::::'e i~:.:.-:-::'~"""'JC-~OY .. 

-::...:,':: .::, -' , -,... - ""'i -:
~~tJ:'OUg=l ~tten.dc~~ce was not r2c..:.l~Yecl .zz.:.cl ~=-a. l:..vt '-' -- ...... '-'''-- ..... r -·"'~c..c~ ~ 

'" 
.-, -/'"::J.\\'dS l,ep"'~ .. Sl:.udent-centered. cG:;,Yses c.. .... '-'') ...// d8£~~li tioD.;, ;:'~':'~'"'C: ~=-c;Aib=-c; 

"trl::::'+ 
...... ~.L tYaditic::.~l ones. BeCa:lS2 'ellis CO~:-S2 i,,'J':'5 }-'-- experiil1en·cal c:rl:":' 

becc:use six assist2..l1ts 1\Tere ~ll\TG=-"\.rGd;. "L:[ie ?css:'iJility of cliso~ga:'":izz;'-'':=--CT~ 

Has inherent in the stY1..lcture. r:'::is was :;: c:;.-~tic:ism of many who dis­

li~cci the course. 

A second liJ1..itation of ',:,,-.c presen:t. stL2y is the conceTydoTl of 

?ersonality in segre6ated trai~s. T~ere is the possibility that traits 

r.~asured by the EPPS would yielc ~Jre co~~le~c info~ation when con­

ceived in clusters th~oug~ corr~~te:: }atte~ ~~alysis (Edwards~ 1959). 



Ch8.:fr::er 2 

R2VL"2,} OF L17.2l"~J\.'-f0:~S 

(', ~, 1"" 1 ~.c . TJ4"...,;ues".:.s Ior no y gra:.-:.s a:"-2 no COYlO'--'S-,-y I:':8SSY aIi.alrs. ne 

Laicelots of educational research have fow~c it no less so. Not only 

al-e i!lSignificCL.~t differences t~e eA'"1?ccted bill. of fare;, but contYa­

dictions, cmlbiguities, and wiYeplicat2d findings abound. 

Al though for half a centm;, e).rperi:,.2nters have c:.tteTI1:Ytec. ''::0 

~erine effective teaching, the~r research is ~;:"~TIpressive (~£Xeachie, 

..I-.'9'"u_7) • Ew~dreds of investigatio~s have been carried out co~paring such 

teach~lg rr.ethods as lecture vs. d~scussion, larJe vs. small classes, and 

te~evision vs. live instruction. .~~d ,~1ile some noteworthy deductions 

have been made, few conclusive principles have resulted. 

r~lese meager findings are w~doubtedly dependent on a number of 

f&c·~oYs. Probably the ~ost obvio~s is Lhe proble~ of criteria. hnat 

0,' " . " T 1,,~ 
fw, ...........
is effective? OJ ect~ve course ex:aralTl2..-':lC;"...S;; 1'lhicl1 al:"'e prl:-:"'B.ry 

measurerr,ents utilized, aloe :"1,,::".::eci to S<;;:;iTl with by ·.::he kincis of thi;~gs 

they measure. In addition, t~ey can easily ~ask, or even misinterpret, 

(" ('h varla es operatlng. Tr "" ~ '/'tl e . bl N;Cl\.ec:.cn.le, 1- :)0,-) • 

Method.ology beCO;;",8S aTe alrr.ost overwhelming problem. Rarely aye 

exc:..ctly the saIne measures used in two experi-r1clTCS. If they are, :Ere­

~~~ntly they're interpreted in terms of different cons~ructs. P~most 

..2ver do eX'perir:\c:nts employ t'.VO operatiCl&l iY".G.icators of "::he saIne con-

5:~Jct, i;.~erative to the ciefense of cne hypot~esis over ~he competing 

11
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interpretations always available. Statistical analysis is often naive 

(Cronbach and Snow, 1969). 

Goldber$ (1969) suggested that no differences result because the 

teaching methods themselves do not radically differ. Instructors offer 

to students essentially identical approaches in a bright array of lin­

guistic packaging. Many point to the complexity of naturalistic research. 

When a classroom becomes the laboratory, variables compound in geometric 

progression. For a discussion of this area, discouraging in its honesty, 

the reader is referred to MtKeachie (1961). 

Lastly, and the reason in vogue to account for this gray mountain 

of in~ignificant difference, is to contend that organismic variables are 

not properly considered. The methods beneficial for one are detrimental 

to the achievement of another. When results for both subjects are aver­

aged, little over-all difference between methods is found and no over­

all effect of personality is identified (Cronbach, 1957; Cronbach and 

Snow, 1969; Goldberg, 1969; McKeachie, 1961, 1962, 1963; Siegel, 1967). 

This concept, that students and instructional technique are 

inter-woven, is not new. While Cronbach (1957) may be credited with 

popularizing trait-by-treatment interaction, the position was not orig­

inal. The statistical notion is at least as old as analysis of variance, 

and the theoretical foundations as traditional as the S-O-R formulations 

of Hull. Industrial psychology has always attempted to match men to 

jobs; is it any less reasonable to attempt to match students to colleges 

(e.g. Austin, 1963, 1965; Austin and Holland, 1961; Pace and Stern, 1958; 

Pervin, 1967, 1968) or instructional fonnat to individual learners 
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(Goldberg, 1969)? 

The literature considering this question is massive. For an 

excellent review of interactional research the reader is referred to 

Cronbach and Snow (1969); for a comprehensive survey of teaching in 

general, to Sanford (1962) and Gage (1963); and for a more complete 

analysis of student-centered approaches specifically, to Anderson 

(1959), Birney and MCKeachie (1955), and MCKeachie (1963, 1967). 

The studies -in this chapter were chosen (1) to establish the 

validity of the student-centered approach by examining the outcome in 

tenns of both cognitive and non-cognitive results, and (2) to explore 

those factors of personality hypothesized as affecting those results. 

Outcomes of a Student-Centered Instructional Approach 

Cognitive achievement. Mastery of factual content appears to 

be largely unaffected by class structure. The majority of investigat­

ors attempting to measure differences in lower-level cognitive achieve­

ment between teacher-centered and student-centered courses report no 

particular advantages for either approach (as can be seen from Table 2 

of Stern, 1963, p. 427). 

An exception is the study of Faw (1949). Subjects were 102 

students who met two hours a week in lecture and thD hours a week in 

discussion groups of thirty-four. One of the discussion groups was 

taught by a student-centered method, one by an instructor-centered 

method, and one group alternated between the two methods. Scores on 

the objective course examination showed small but significant differ­

ences favoring the student-centered approach. 
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Table 2 

Relative Advantages of Nondirective over Directive Instruc­
tion in Influencing Two Types of Learning Outcome 

Attitude Gain in Achievement of 
Change Cognitive Knowledge and Understanding 

(Self or 
Others) 

Negative No Difference Positive 
or Unmeasured 

Asch (1951 

Positive 

No cases 
Anderson, Brewer &Reed (1946) 
Anderson &Brewer (1946) 

reported 
Anderson &Ke11 (1954) 
Bills (1952)a 
Bills (1956)a 
Bovard (1951a, 1951b) 

,Bovard (1952) 
DeLong (1949)b 
Di Vesta (1954)
Flanders (1951)a 
Gross (1948) 
Lewin, Lippitt, &White (1939)a 
Patton (1955)a 
Wieder (1954)b 

No Differ­
ence or 

Unmeasured 

Brookover 
(1943, 1945)C 
Burke (1955) 
Calvin, 
Hoffman & 
Harden 
(1957) 

Guetzkow, 
Kelly, & 
M::Keachie 
(1954)b 

Deignan (1955)a Faw (1949) 
Eg1ash (1957) Thompson & 
Fersh (1949) Tom (1957) 
Johnson &Smith (1953)C 
Krumbo1tz &Farquhar (1957) 
Lagey (1956) 
Landsman (1950)C 
MCKeachie (1954a)b 
McKeachie (1954b) 
Slomowitz (1955)a 
Ward (1956) 
R. P. Watson (1956)C 
Wispe. (1951) 

No casesNegative No cases No cases 
reportedreported reported 

aExpressed student satisfaction with student-centered class. 
bExpressed student dissatisfaction with student-centered class. 
~ixed student reaction to student-centered class. 
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Thompson and Tom (1957) utilized twenty-two high school teach­

ers of vocational agriculture. Half employed a teacher-centered 

approach and the other eleven, a student-centered one. The student­

centered group was superior in terms of gain in content but not sig­

nificantly different with respect to measures of problem-solving in 

agriculture or attitudes toward farming. 

Rubadeau (1967) divided 141 freshman psychology students into 

three groups: teacher-centered, student-centered, and no-instructor 

instruction. Effectiveness, as measured by three objective examina­

tions, was not significantly different for the three methods. Students 

in the student-centered group learned more efficiently, i.e. in less 

time, as measured by each subject's study-learning time log. 

In ail experiment similar to Faw's, Asch (1951) recorded results 

more in accordance with general findings. On the final examination, 

students in the instructor-centered class scored significantly higher 

than members of the student-centered class. It must be considered, how­

ever, that for the student-centered group the examination did not effect 

grades, while for the control group it did. 

Following the model of Lewin, Lippitt, and White's study (1939), 

the staff of the University of Michigan's general psychology course set 

up an experiment using three styles of teaching: recitation, discussion, 

and group tutorial (Guetzkow, Kelly, and McKeachie, 1954). In compari­

son to discussion and tutorial methods, the more authoritarian recitation 

method produced not only superior perfonnance on the final examination, 

but also greater interest in psychology as measured by the election of 

advanced courses in psychology. 
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Coop and Brown (1970) analyzed subject matter achievement in 

three areas: factual content, conceptual-generalization content, and 

total content. Data from eighty college subjects indicated that a 

teacher-structured-presentation method of instruction was significantly 

superior to an independent-prob1em-so1ving method of instruction on 

all three dependent measures. 

Retention of material has seldom been investigated. Bane (1931) 

and Rickard (1946) found retention of material to be superior in groups 

taught by the discussion method, while Eg1ash (1954) found no difference. 

Ward (1956) fOWld greater retention of "Wlderstanding-type" learning 

among students with greater academic ability under discussion procedures 

but fOWld greater retention of such material under the lecture method 

with.students of lower ability. Further, students of lesser ability 

showed greater immediate recall of information under the lecture method, 

whereas the method made little difference in such performance on the 

part of the more able students. 

Between lecture and discussion methods, the preponderance of lit­

erature reports no significant differences in cognitive achievement. 

Although, "there may be some slight advantage for the lecture method in 

promoting mastery of factual materials, better retention and interpret­

ation are associated with discussion (Stern, 1963, p. 427)." 

Non-cognitive achievement. Regardless of whether the experiment­

er measured attitudes toward a cultural outgroup, toward class members, 

or toward the self, results have indicated that nondirective instruction 

facilitates a shift in the more favorable direction. Thus McKeachie 

(1967) summarized as follows: 
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In 11 studies, significant differences in ability to 
apply concepts, in attitudes, in motivation, and in group 
membership skills have been found between discussion tech­
niques emphasi.zi.nR free student partidpation compared with 
discussion ,\'1 th grt-'atol' instructor dominance. In 10 of 
th"s" tho differences favored the student-centered method. 
111e eleventh had mixed results [po 219]. 

In the Asch study (1951) a greater percentage of the student­

centered class improved in adjustment as measured by the Minnesota 

Multi-Phasic Inventory. This is supported by the work of Faw (1949), 

Zeleny (1940), and MOore and Poplan (1959). 

Gibb and Gibb (1952) reported that students who were taught 

by their "participative-action" method were significantly superior to 

students taught by traditional lecture-discussion methods in role flex­

ibllity and self-insight. They also found that in non-classroom groups, 

th~ participative-action students were rated higher than other students 

in leadership, likableness, and group membership skills. DiVesta's re­

suIts (1954) tend to support this finding, and Anderson and Kell (1954) 

reported that student-centered groups are characterized by positive atti­

tudes toward themselves as participants. 

In the studies of Bovard (1951) and McKeachie (1951), a student-

centered and a teacher-centered class were shown the film, "The Feeling 

of Rejection." Clinical psychologists evaluated recordings of the class 

discussions which followed. Both clinicians reported that the group-

centered class showed more insight and understanding of the film's pro­

tagonist. 

It would appear that the choice of instructor-centered versus 

student-centered discussion depends upon goals. "The more highly one 

values outcomes going beyond knowledge acquisition, the more likely 

:1 
II 
Ii 
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:1 

'I 
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'I 
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that student-centered methods will be preferre~' OMcKeachie, 1967, p.
 

220).
 

Subject Variability
 

Preference for instructional method. Student preference for 

. particular types of classroom atmospheres were actually noted but given 

little significance in an early report by Lewin, et. ale (1939). They 

had observed that an Anny officer's son was one of the few children to 

prefer the autocratic climate. Johnson and Smith (1953) found that a 

member of a student cooperative was the most enthusiastic member of 

their democratic section. 

MOre systematic exper~entation has not found so clear-cut a 

relationship. In the study by Faw (1949), one of the evaluation fac­

tors. was the student's preference for instructional method, as meas­

ured by a preference scale. It was concluded that the students pre­

ferred the method by which they were taught, i.e. there were no differ­

ences between groups in terms of preference for instructional method. 

In the University of Michigan studies (Guetzkow, et al., 1954), 

the recitation method was preferred. McKeachie (1951) suggested that 

the method's popularity is related to student anxiety about grades, 

which is most easily handled in familiar, highly structured situations. 

This was also the conclusion of Wispe (1951) in his study of directive 

and permissive teaching styles. He found that the directive sections 

were preferred by the majority of students because they were clearly 

defined and better prepared students for an obj ective examination. How­

ever, the permissive sections were more enjoyed. 

Krumboltz and Farquhar (1957) categorized subjects on the basis 
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of their original preference for teaching method. They found that stu­

dents who originally expressed a preference for instructor-centered 

instruction increased their self-ratings of study habits and attitudes 

by receiving such instruction. Students who originally preferred a 

.student-centered type of instruction tended to have lower self-ratings 

when exposed to instructor-centered instruction. Preferences did not 

appear to be related to any of the other variables. 

Following the assumption of Gross (1959) that people function 

most effectively in situations which conform to their preferences, it 

would be expected that a student-centered class would have more effect 

on those students who liked such an approach. Pervin (1968) found that 

there are environments which more or less match personality character­

istics. A I'lllatch" or "best fit" of individual to environment is viewed 

as expressing itself in high performance, satisfaction, and little 

stress in the system, whereas a "lack of fit" is viewed as resulting 

in decreased performance, dissatisfaction, and stress in the system. 

This is consistent with the findings of Epley (1953) ~ho report­

ed that students with positive reactions to their teachers were more 

likely to grow tolerant than those with negative feelings. It will be 

noted in Table 2 that most of the studies reporting favorable attitude 

changes were also accompanied by positive student reactions to nondirec­

tive instruction. 

Harris, Kiefert, and Darby (1969) examined attitudes to~~rd a 

beginning course in educational psychology. A twenty-one item attitude 

inventory was administered at the course midpoint and end. The first 

half of the course was conducted on a lecture-discussion basis and its 
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effectiveness measured by an objective test. Classroom organization 

was shifted to a student-centered pattern in the second half of the course. 

Students presented and analyzed in a written report team-teaching demon­

strations. Large lecture sections were split into groups of fifty. Under 

the guidance of the instructor or a teaching assistant, groups developed 

behavioral objectives, a means of appraisal, and detailed their opera­

tional procedure and responsibilities. T tests revealed positive change 

in student attitude when the course was changed from teacher-centered to 

student-centered on sixteen of the twenty-one items. Of these sixteen 

items, thirteen were significant at, or beyond, the .001 level. 

However, at least as many students feel dissatisfied, frustrated, 

or anxious in a nondirective classroom as consider it valuable. Of the 

sixteen studies recorded in Table 1, student reaction was favorable in 

nine, unfavorable in four, and there was a mixed reaction in five. As 

McKeachie (1951) has suggested, these ambiguous results may reflect 

anxiety due to the absence of formal structure. Wispe (1951) and Patton 

(1955) have demonstrated that student attitudes toward class structure 

were highly selective. It is suggested that the relevant characteristics 

are broader and more complex than a mere preference or distaste for 

group discussion and reside in the student's personality structure 

(Stem, 1963). 

Intelligence. In Wispe's (1959) study of directive and permis­

sive instructional methods, each of the sections was proportionately com­

posed of individuals who had scored high, average, or low on a scholasLic 

aptitude test. He found that the directive instructional method was more 

beneficial to the students who scored low on the academic ability measure, 
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while those with average or high scores appeared to benefit more from 

the permissive instruction. 

The study of Calvin, Hoffman, and Harden (1957) yielded results 

in a similar direction. It was suggested that the mere creation of a 

permissive climate is not a sufficient, though it may be a necessary, 

condition of more effective teaching and group problem-solving. They 

found that permissiveness with individuals of high intelligence yielded 

better learning than did a traditional learning situation with bright 

students or a pennissive situation with average students. The permis­

sive situation, in fact, tended to handicap subjects with average 

intelligence. 

Ward's (1956) results also suggest that the ablest students 

benefit most from small groups. Comparing group study and lecture­

demonstration methods in a physical science course, he found that the 

group method resulted in better achievement on a measure of understand­

ing and problem-solving for the abler students. The poorer students, 

however, benefited more from lecture-demonstration. 

Rubadeau (1967) found that high ability students, as measured 

by the College Entrance Examination Board, performed significantly 

better than those of low ability under all methods of instruction. 

The high and low ability students, however, did not have significantly 

different outcomes under anyone instructional method. 

Krumboltz and Farquhar (1957) found no significant achievement 

outcomes in relation to ability level. In addition, there was no ten­

dency for bright students to have any different outcomes under one 

teaching method as compared to another. 
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Independence. In a pioneering study by Wispe (1951), subjects 

in directive and permissive sections of a general social science course 

were administered (1) a TAT-type test using pictures of teaching situa­

tions; (2) Stein's sentence completion test; and (3) a twenty-five item 

questionnaire on attitude toward sections, on interests, and on feelings 

of students in sections. In response to the questionnaire three types 

of students were identified: (1) a group which, regardless of teaching 

received, ''wanted more direction;" (2) another group which, regardless 

of the kind of teaching received, ''wanted more permissiveness;" and 

(3) a group which was "satisfied," regardless of the kind of teaching 

received. 

Those subjects who wanted more direction (51%) were characterized 

by intro-ptmitiveness, and by negative attitudes towards sections, in­

structors, and fellow students. This applied to subjects in both teach­

ing methods. However, the group which was directively taught reported 

feeling "tense" and "constrained in class." Those permissively taught 

reported feeling "free" and "relaxed to recite," although they were the 

most critical of all groups. 

Those subjects who wanted more permissiveness (23%) held moder­

ately favorable attitudes towards instructors, sections, and fellow 

students, and exhibited a high degree of extra-punitiveness. The object 

of their extra-punitiveness, as well as certain classroom feelings, 

varied with the teaching method utilized. Of those receiving permissive 

instruction, t'M)-thirds reported "feeling relaxed" and "free to recite 

in class," and they aggressed against nonpersonal objects. The subgroup 

which was directly treated reported "feeling tense" and "constrained in 
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class" and aggressed against the instructor. 

The satisfied students (26%), distributed equally between permis­

sive and directive sections, were positively oriented towards section, 

instructor, and fellow students. The group showed fewer indications of 

intro- and/or extra-punitiveness. 

Wispe
(

concluded that the student desiring more permissiveness 

was apparently a fairly secure independent individual whose adjustments 

to the situation were aided by his habits of extra-punitiveness. The 

student desiring more direction exhibited insecurity in a demand for an 

abnormal amount of structure and a high degree of egocentric intro­

puni~iveness. 

A cluster of variables related to Wisp~'s, is Patton's (1955) 
'1 

"acc.eptance of responsibility for learning." Patton found that the de­

gree to which the student accepted responsibility was positively corre­

lated with gain in psychological knowledge, gain in ability to apply psy­

chology, rating of the value of the course, and interest in psychology. 

Those students who liked his experimental class and assumed responsibil ­

ity were likely to be independent of traditional authority figures and 

high in need for achievement. 

MCKeachie (1961) utilized Thematic Apperception Test protocols 

to measure the need for power. He found that students who scored high 

in power motive enjoyed leadership and recognition and were rated by 

instructors as high in argumentativeness and in frequency of trying to 

convince others of their point of view in the classroom. It was hy­

pothesized that the student high in power motivation would achieve well 

in classes characterized by a high proportion of student volunteering. 
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The hypothesis, as measured by course grade, was confirmed for males. 

There was no significant difference for female students. 

Amidon and Flanders (1961) found, however, that it was the de­

pendent students who profited most from a nondirective approach. The 

. dependent student learned more in the classroom in which the teacher 

gave fewer direction, less criticism, less lecturing, more praise, and 

asked more questions increasing verbal participation. It appeared to 

the experimenters that as the teacher became more directive, the depend­

ent student found increased satisfaction in more compliance often with 

less understanding of the problem. Results suggest that subject matter 

is an important variable in teaching approach (Siegle, 1967), for the 

consistent trend in the literature is to find that the student who likes 

and does well in less structured classroom situations are those character­

ized as independent, flexible, and in high need of achievement (McKeachie, 

1963). 

Authoritarianism. Haigh and Schmidt (1956) found those students 

preferring a student-centered class to be more flexible, more understand­

ing and accepting, and better able to cope with inconsistencies and ambig­

uities. Those students preferring a teacher-centered class were con­

crete, ordered, and exhibited less self-insight. 

Haythorn, et. al. (1953) has shown significant relationships be­

tween the characteristic performance of small groups and the essentially 

autocratic or equalitarian personality traits of group members. This 

was confirmed by Mayhew (Stern, 1963). He reported that while a section 

of nonauthoritarian students in a social science class at Michigan State 

University, taught by nondirective methods, performed significantly bet­

•
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ter than the rest of the student body enrolled in the course, the same 

methods applied in a section of authoritarian students elicited such vio­

lent reactions that the instructor shifted to formal lectures. 

A similar observation was made by Neel (1959). Prompted by the 

bitter complaint and extreme dissatisfaction voiced by some students in 

regard to the discussion-group nature of her class, Adorno's F scale was 

administered. There was, however, no significant difference in a stu­
, ,

dent's reaction to the course and his identification as an authoritarian 

personality. There was a difference between high and low authoritarian 

subjects in their ability to deal with particular learning situations. 

While high authoritarian subjects were as successful learning factual 

material as the low authoritarian students, they were significantly 
I

lower in their ability to deal with ambiguity and humanitarian philosophy. 

In the experiments of Stern (1962), authoritarians, as measured 

by his Inventory of Beliefs, were the subjects who profited most from a 

discussion class. Authoritarian and nonauthoritarian subjects were 

segregated in two sections of a citizenship course. Previously, author­

itarian students did not like the course and did not do well in it. In 

this experiment, those authoritarian students assigned randomly to regu­

lar sections did worse than other students, but the authoritarians 

assigned to the special section achieved as well as the nonauthoritar­

ians in the nonexperimental sections. The instructor found, however, 

that authoritarians were the most difficult to lead into discussion and 

experienced "a constant temptation to lecture rather than discuss" 

(Stern, p. 698). By using many direct questions, encouraging studenT 

responses, and by vigorously defending absurd positions, which even 
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authoritarian students would argue against, his teaching was effective. 

It should be noted that the authoritarian students were homogeneously 

grouped and required specialized techniques for discussion to be suc­

cessful. 

Affiliation. McKeachie and his associates (McKeachie, 1961; 

McKeachie, Lin, Milholland, and Isaacson, 1966) studied extensively 

the affiliation motive in students. In three studies, subjects high 

and low in affiliation motivation were identified by the TAT. Class­

rooms were rated, by the students or trained observers, as either high 

or low in affiliation cues. It was found; in the first study, that for 

all students in psychology and for male students in mathematics, those 

who had high affiliation motivation made significantly higher grades in 

those classes rated high in affiliation cues. The hypothesis did not 

hold for the women, however; women low in affiliation motive tended to 

prefer the classes with high affiliation cues. 

Beach (1960) used, as a measure of sociability, the social in­

troversion-extraversion scale of Guilford's Inventory of Factors, STDCR. 

Experimental groups were: lecture sections, discussion sections, in­

structorless small groups, and independent study. Precourse measures 

established no differences in sociability or achievement between groups. 

Postcourse measures revealed that the less sociable student achieved sig­

nificantly more in the lecture sessions than did the more sociable stu­

dent; the reverse held true for subjects in the autonomous small groups. 

The results in the discussion group were in the direction opposite of 

what was expected. The less sociable students were the high achievers. 

No differences in achievement were found under independent study. 
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Tallmadge and Shearer (1968, 1969, 1971), in their studies of 

trait-by-treatment interaction in military training programs, found 

disappointingly few significant variables. However, they confirmed the 

trend that introverted subjects generally achieve better in structured 

. programs. 

The GOldbergSttidy. One of the most thorough investigations 

of trait-by-treatment interaction is that of Goldberg (1969). Two col­

lege courses (N = 806) were studied concurrently under four different 

teaching conditions: lecture-quiz, lecture-paper, self-study-quiz, and 

self-study-paper. Not only did this allow for a comparison of these 

methods specifically, but also a study of the effects of structure. 

Ordered on this d~ension, the lecture-quiz sections clearly provided 

the most structure, while the self-study-paper sections were probably as 

unstructured as occur on the undergraduate level. 

A complete battery of personality inventories was administered 

yielding more than 2,000,000 individual-item responses. These were 

correlated with three criterion variables: course achievement, course 

satisfaction, and arnmmt of nongraded reading. The effects of the ex­

per~ental variations in teaching methods were examined by means of an 

analysis of variance and point biserial correlations between the sub­

jects instructional format and his score on criterion variables. 

Although not statistically significant, interactions between the 

EPPS and course satisfaction stemmed from negative correlations between 

the exhibition, aggression, and dominance scales and satisfaction in the 

lecture-paper section. There were few interactions involving the EPPS 

and course achievement in self-study but not in lecture. Among females, 

~ i~ 
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affiliation was negatively correlated with achievement in the quiz 

section and positively correlated in the paper section. 

However, the experimental treatment variations did not produce 

any statistically significant effects common to both courses. All 

treatment effects were either nonsignificant in both courses (nine 

out of fifteen analyses), significant in one but not in the other (five 

analyses), or significant in both courses but opposite in direction of 

effect (one analysis). Goldberg's (1969) summarization aptly concludes 

this experimental survey. 

In general, for each of these three criteria and each 
of the two major variations in experimental teaching condi­
tions, some 350 a priori personality scales produced a few 
dozen significant interaction effects. All of these inter­
actions could have arisen by chance alone, and none of them 
were truly large in magnitude. These results can hardly be 
tnterpreted as providing overwhelming support for inter­
action hypotheses [po 115]. 



Chapter 3 

PROCE~~~~U 

~- ~,,::::., 

l..£ l.\"".,Subjects: Questionne:.::.-es cO~l.Ce:::-~-l=-['J.g class, Py 334, Edu­

ta"cional Psychology, were giv(;~l. "CO t":i-:ee ":::eac>.:ir:~ ass istc:.r::.:s. ?\~cKcachie I s 

(lS62) di-r..ensionsof il'l.stnlctiO::1a.:~ n~e·c>..oC:s we:.~e presented in fifteen 

p3.lrS of polar statements; the &ssistar~ts were ~nstructed to circle t~3 

v~sta.tement \~1ich oe~ter descri~(;c the sty~cture ed1.lCatio~_..:.l ~syd:ol-

ogy. On nine of the eleven Gb~ensions, the student-centered Yespo~se 

wc..s chosen. 

TI1e sample size selected was sixty-five, or 25% of the students 

enrolled in educational psychology at K~1sas State Teachers College in 

the 1971 spring semester. To insure a smnple represent3.tive ~i L~telli-

gence, the Otis-Lennon Mental Ability Test was a&~inistered to all stu­

dents ~~d the ra~ge of scores civided into quarters. 1~e course was set 

up in four sections vJi th each section divided into two groups. In each 

group, students were placed in quar~ers &~nd the medisl G~ each quarter 

. .. --,detennined. Two students were chose::l fTO~ ~~le ffilc.G.le :Joytic~~~ OT e2-cn 

quarter. TI1e sixty-fifth subject was r,~1dcmly selec~8~ .. ~:.:: sever&l 

students had the same IQ, or IQ 1 s dif£ering by one pair....::, S'3:" w""ld CL:l:~-

lative gradepoint average effected selec~ion. 

In this way, thirty-three males 2~d thirty-two females made L~ 

~:;e sample. Cumulative GPA:s Ivere diviced into ~uarters with subjects' 

&verages spanning, as equally as possible, tLe r<L'1ge: thirteen in the 

::i::'st quc:.rter, twenty in the second, nineteen in the third, and thirteen 

if. the ::ou:."tll.. IQ's, as measured by the C..:::'s-~ennon, were equally 

29
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distributed. Each section and each group of the class was equally 

represented. 

Description of tests 

In addition to the Otis> Sl.:cj ects "iere awninis~~ered a SUlvey of 

Opinions (SaO), the Echv3.rds PCl-son::.::ity "?:"c;;:erclxe Sc:~cclule (EPPS) > ~'1d 

the Caliiornia F Scale. PeY~0~7.~~ce was ~2asured by course ex~~inations. 

rf~1c Otis-Lenllon ?{c~...~~~~ r"-L;=-l=_~~-:v ·1'e5~~ j,:~va!"l_ccd Le\Tel, Form \.-T. 

~:e tests in the Otis-LerI~n series are grol.:;-adrr,inistered a~d Geasure 

broad reasoni:-:g abilities. ':';:e Advc:r..ceG. Lcve::') Fo:..""Jl J, is comprised of 

eighty i~ems including werd ~ewling, ver~::' s~alogies, scr~~bled sen­

tence?, interpretation of proverbs, logical reasoning, nuriller series, 

a~ithmetic reasoning, ~~d design analogies, arr~,ged in spiral o;~ibus 

foYIT~ It yields a Deviation IQ with a mes, of 100 aid a standard dcvia­

tion of sixteen points. TI1e standard error of ~easuYement is four points. 

Reliability has been COIT~::.:x,:ted by split-half a'1d Kuder-Richarc.­

son procedures. The coefficient, for both r::ethods, is .95 (Otis and 

1967) Dar"es (106(\\ co~rel~+DCl' -;--h'" ·r-,'t~s W~Jrh tl-. o ~"C-D'Y'~can Co""-Lenmon1 ,..J<o.. • U ;:.J V) ..:. ....... G. .... c l"rl ... e ...Ll...... 1 .......... l'"""\.i.~ ......... J... 1 lo,.A...I..i.
v l. 

cil on Education Psychological 2xm'Jir"a-..:io:;~ (ACE) and. the Wechsler Acult 

Intelligence Scale for ninety-TILle college students. Tne correlation 

coefficient for the Otis aid the WAIS was +.749, for the Otis 3.l"ld 

.:\.\....~ , +. 678 . 

,="1 ~ ~,...,_ ~,-:::.., l' of Opinio:1s. 111e sao Has developed by KTUJ~boltz and 

Farquhar (~9S7). Its purpose is to p~ovide a quantitative measure Or 
student attitudes toward a class on a favorable to lli1£avorable contin~~~. 

Including only those items relevill,t to this study, seven state~ents are 

L.J ...... ~. ~' ....... /
 

?yese:1ted with five alternatives, stated in percents (See Appendix A). 
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~>-1- ,~The student csb.1llates wk.t pel'ccntage of l.. ....... \,...- tiTne he feels a certain way 

tOW:::iTd the ma.ilr.e:" in which iIlstruc'c.io~--:.. ::"s bc::"::g giver.. Tile:: i'<:em is 

scored from one to five points Wi~l t~e hi~~est nur.ber signifying the most 

favorable aJc.titude. TIle inte:-:~.al consistency of the SOO, as computed by 

the Ktlder-Richa~Json Forrrrula 21, is .736. 

To ~:le q0.es·;:ionnaire, ~'wo &c.c.itional statements were added to 

control for the personal likability of the ins:T~ctor ~!d the teaching 

assistant. Responses to these questions were not addeci in the scoring 

but were compared for the two groups. An open-ende::d que::stion was also 

included which yielded qualitative data only (See Appendix A). The 

questionnaire was administered during the final two weeks of the semester. 

Edwards PersonaEty Pn~ierence·Schedcle. The EPPS measures 

fifte~n relatively independent variables of the nO~21 personality. It 

consists of 210 pairs of it~TIS, carefully equated for social desirability, 

in a forced-choice format. The subject is instructed to choose the state­

ment in each pair that he believes to be:: Lillre characteristic of himself. 

The result is a profile of competing needs as opposed to the absolute 

strength of one need. 

The staterr~nts in the EPPS, &ld tnc variables that these state­

ments purport to measure, have their origin in tl1e ffi&lifest needs listed 

by ;-'1urray. They are: achievement, defc::tcnce, order, exhibition, autonomy, 

affiliation, intraception, succor~lce, dc~inance, abasement, nurturance::, 

change, endurance, heteroseA~ality, and aggression (for definitions, see 

Appendix B). Internal consistencies r&lge frem .60 to .87, and retest 

correlations from .74 to .88 (Edwards, 1959). 
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California F Scale. Developed by S~~ford, Adorno, Frenkel-

Burnswik, and Levinson, the F Scale was p~blished in TIle Authoritari~~ 

Personality (1950). Tne form utilized in 'c1-.:.e presclt study (See Appendix 

C) \vas published in Rokeach (1960~. L~e F s~~~ds for fascism, ar~ the 

scale was constructed with a t-;;o-fold pur..:;ose: it was designed as an 

indirect measure of prejudice wi"::hou: rr,e~-..~ioning the na;rnes of lliiy speci­

fic minority group; and it was to ~easure UTlderlying personality predis­

positions toward a fascistic life orientation. 

As work on the test progressed, a number of variab~es, concepts 

rJnctionally related to prejudice ~~d approachable by F-type i:ems, were 

defined. Tnese were regarded as cen~ral trends in the person expressed 

on the surface in ethnocen~ris~ aI.d psych0logically re:a~ed opinions lli~d 

attitudes. These variaales constituting the basic conten":: of the F 

Scale are: 

1. Conventionalism. :~gid a~~erence to conventional, middle-
class values. 

2. Authoritariw~ sub~ission. Submissive, wlcritical at~i~ude 

tmvard idealized moral aut;lorities of the ingro'Ll;J. 
3. Authoritari~'l aggression. Tendency to be on thc lookout 

for, and to condelui, reject, a,.'ld pW'lish people \vno violate con­
ventional values. 

4. A'lti-intraception. Opposition to the subjective, the 
imaginative, the tender-minded. 

5. Superstition lli~d stereotypy. The belief in ~ystical c..c::.e~­

minants of the individual's fate; Lne disposition 'co thil~c~( in Yig~d 

categories . 
. 6•. Power an,d "to~g~ess. II P:~occup~~iO:':l 1.!it;; ~;:c G?~~na:lce­

submlss lon, strong-weaK, lec:cler- Tal-lOWer dlmer.s :"'0:,: lCLen',::l:t:...ca­
tion with Dower figures; overemJhasis UDon the cOYNentionalized 
atTributes· of the ego; exag;erated assei-tion of s-c-~'eng'ch a:::d 
toughness. 

7. Destructiveness and cynicism. Generalize~ tostility, vi~i­
fication of the human. 

8. Projectivity. The disposition to believe 'ch:.~-:: wi::.d lli~d 

dangeY0":s things go 0:1 in the world; the projectio:l c~'c\\Tayds oi 
unconscious emotional i;:~)ulses. 

9. Sex. Exc:gg8"i"a'ced concern with se:Aual "goings -on. " 
(Adorno et. al., 1930, p. 228). 
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The variables were hY'20thesized as clustering toge".::her to fonn a single 

syndrome, a more or less enduring strc:cture that rendered the person 

receptive to antidemocratic propagc.nea. 

Each statement is marked from a +1, "I agree a little," to -3, 

"I disagree very much." To each item +4 is ;:;.dded, yield.ing a composite 

score. The higher the n-Jij1~er, t:',.8 more conse::..vative the subj ect. In 

the initial process of item ~!alysis, oy melli1S of the Liekrt tecrillique, a 

split-half reliability of .90 ~~s attained. Eysenck has reported ~! 

lli!published factor analysis of sc~e of the original California data by 

Melvin which yielded a single fc.ctoT. Tnis finding, however, has no~ 

been replicated, aLd most subsequent studies do not report the reliabil­

ity of" the F Scale. It appears to be lower than -.::he i:'1:::cial .90 and 

to vary from sample to s~~ple. =n one report, split-}lalf reliabilities 

ranging from .34 to .78 1vere found in difierent sa~ples on the ss~e ten 

F Scale items (Cristie 2.nd Cook, ::'958). Fo:::- a l:;ore det3.iled analysis 

of methodology, the reader is referred to EYffi~! ~:d Sneatsley (1954). 

PerfO:uT,CillCe tests. Pel-folTilaDCe was mec:;.sured by three multiple 

choice exa~inations (see Appendix D) ad~b!istered throughout the semes­

teT. A comprehensive examination of 100 items \Vas given during the 

first week and again during the final week. Tv,o unit tests, of fifty-

five and forty-five items respectively, were a~~inistered. Content covered 

the textbook, Educational Psychology in tile Classroom (Lindgren, 1967), 

~~d class material. Unit examinations were given t1vice, in two successive 

class meetings; additional a~~inistrations were possible through individual 

,,:::'-,)0 intrr,ent . 
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Statistical procedures. 'Dle original sample was divided into 

two groups based on SOO scores. Raw scores ranged from seven to thirty­

three (out of a possible seven to thirt)T-five). To deliniate between 

these groups more shar-:-'y, O;'l::'y the upper &'1d lower 40% of the distri­

bution was considered. L1e final sSInple consisted of fifty-two subjects, 

with twenty-three subj ects (fourteen rna.les &"'ld nine females) stuclent­

centered and twenty-nine subjects (eleven wzles ~~d eighteen females) 

non-student-centered. Scores for the two groups were compared by analysis 

.c . 
0.1- varlance. 

For t~le personality traits measu:;.'cc. by the EPPS and the Califor­

nia F Scale, a double classification analysis of variance corrected for 

disproportionality was utilized. Raw scores were classified on the di­

mensions of course reaction and sex. In the normative sample, on twelve 

of the fifteen EPPS needs, means for males and females differed signifi­

clli'1tly. The 2x2 analysis of variance controlled for this sexJal varia­

tion and, in addition, measured interaction between student-centere21ess, 

sex, and personality. TI~us for the personality variables measured, three 

F values were obtained: (1) for the compariso~ of me~'1S of the student-

centered and the nonstudent-cen'.::ered group ~ (2) for tl1e ccnpa:'ison of 

means for all males and all females, arid. (3) for t!:e interaction bet"\\"een 

personality trait, sex, and course reaction. 

Dividing the sarr~le into the required four cells, yielded dis­

portionate groups. To correct for disproportionality, the adjustment 

term (Wert, Neidt, and AhmaTL'1, 1954, p. 213) was computed by the folT.',u~:::.: 
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(ad - bc)2
 
(k k k k ) [(k ) (k )(D • ) 2 + (k ) (kL) (D • )2] - 2(D1. )(D . )(ad - be)


1 2 3 4 1 2 1 2 3 3 4 2 3 4 

i- (ad - be) 2 1 
N~ - (k1k2k3k4) J 

A comparison of mean IQ and perfonn~~ce on course examinations 

was made by a simple analysis of variance. P:e- and post- test perfor­

mance was compared by analyzing mean pretest scores and mean test score 

increases. 



Chapter 4 

REStJTLTS 

Essentially there were no significant differences fOlli~d between 

those students who had a positive attitude toward student-centered 

instruction and those'who did not. For everj criterion tested, the null 

hypothesis stood. 

There were no sig~ificant differences on the fifteen variables 

of the EPPS between the student-centered and nonstudent-centered group 

(See Table 3). The couble classification of variance table organizes 

mean scores on two dimelisions: course at~itude (student-centeredness 

versus nonstudent-centeredness) and sex. rne student-centered and non­

student-centered groups are compared in the rows; males and females are 

compared in the first two col~~s. Tne first F value is for the com­

parison of all males and all females. ~~e F value L~ the final COIWllil 

measures the interaction of personality variable, sex, and course 

attitude. 

Although statistical significance ,was not reached, two trends 

\vere established. Deference and sex appeared to interact in course 

reaction. There was a tendency for the student-centered group to have 

lower affiliation needs. Wales differed significantly from females in 

the need for affiliation, dominance, abasement, nurturance, heterosex­

uality, and aggression. 

There were no significant differences in F Scale scores bet,ve2D 
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Table 3 (continued) 

--_.­

EPPS SCALE 
N 

Males --" .. _ .. 
X S-----" . ~ -_. N 

Females 
X- S 

Total F-
N X S .._.~._-~._ ...~- ----­

(SxA) 

6. Affiliation 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

13.50 
14.73 
14.04 

5.95 
3.66 
5.01 

9 
18 
27 

16. ?2 
18.78 
17.93 

4.63 
3.96 
4.29 

23 
29 
52 

14.57 
17.24 
16.06 

5.53 
4.28 
5.00 

3.00 

6. 85~'~ 
.249 

7. Intraception 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

15.93 
17.18 
16.48 

5.38 
4.28 
4.87 

9 
18 
27 

17.22 
17.33 
17.30 

5.5/+ 
3.91 
Lf • Ll1 

23 
29 
52 

16.L: Li 
17.28 
16.90 

5.35 
3.98 
4.61 

.644 

.625 
.206 

8. Succorance 
Student-centered 
Nonstudent-centered 
Total 

111 
11 
25 

9.21 
9.91 
9.52 

3.75 
3.75 
3.69 

9 
18 
27 

11.56 
11,56 
11.56 

3.50 
Lf.89 
4.36 

23 
29 
52 

10.13 
10.93 
10.58 

3.76 
4.50 
LI.16 

.314 

2.59 
.261 

9. Dominance 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

15.71 
16.27 
15.88 

LI.20 
4.10 
LI .09 

9 
18 
27 

12.89 
11.94 
12.26 

4.37 
5.09 
4.80 

23 
29 
52 

14.S2 
13.59 
14.00 

4.38 
5.13 
4.79 

.007 
.67 Lf 

7.70in·~ 

10. Ab::: c,ement 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

14.21 
12.18 
13.32 

4.!{ 2 
4.05 
4.30 

9 
18 
27 

16.78 
18.33 
17.81 

7.31 
5.88 
6.29 

23 
29 
52 

15.22 
16.00 
15.65 

5.71 
6.00 
5.83 

.028 
,1.31

8. 55i~" 

LN 
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EPPS SCALES 

l\ 

Males 
X-

Table 3 

S 

(continued) 

.' 

Females 
N X ._-._. 

~.- ..--_. 
Total 

~_ '"0-- __-­

S 1\ X S- .'-,~--- --_._------. 

F (SxA) 

11. l\urturance 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

15.29 
14.18 
14.80 

4.81 
4.02 
4.43 

9 
18 
27 

17.4 ll 
17.50 
17.48 

2.17 
4.89 
If .15 

23 
29 
52 

16.13 
16.24 
16.19 

4.09 
4.79 
4.45 

.377 

5.29'" 
.372 

12. Change 
Student-centered 
Nonstudent-centered 
Total 

14 
11 
25 

18.00 
17.36 
17.72 

4.62 
3.41 
3.90 

9 
18 
27 

18.00 
17.61 
17.74 

6.74 
5.21 
5.64 

23 
29 
52 

18.00 
17.52 
17.73 

5.40 
4.55 
4.90 

.127 

.009 
.127 

13. Endurance 
Student-centered 
Nonstudent-centered 
Total 

llf 
11 
25 

11.43 
10.82 
11.16 

4.59 
4.98 
If. 67 

9 
18 
27 

12.22 
11.67 
11.85 

6.l!J 
5.63 
5.69 

23 
29 
52 

11. 74 
11.3 ll 
11.52 

5.13 
5.31 
5.18 

.1116 

.295 
.000 

14. HeteroseA~ality 

Student-centered 
Nonstudent-centered 
'Potal 

llf 
11 
25 

18.14 
18.91 
18.48 

4.90 
3.94 
4.43 

9 
18 
27 

14.1l, 
15.23 
15.00 

5.73 
7.04 
6.53 

23 
29 
52 

16.70 
16.67 
16.67 

5,113 
6.2ll 
5.8 /1 

.235 

5. O~:': 
.000 

15. Aggn;:"sion 
Student-centered 
Nonstudent-centered 
'Potal 

*. P <.05 
*"")1 ( • 01 

14 
Jl 
25 

16.14 
15.46 
15.84 

-

3.92 
4.16 
3.95 

9 
18 
27 

12.89 
10.33 
11.19 

5.06 
4.54 
4.78 

.­

23 
29 
52 

14.87 
12.28 
13.42 

4.59 
5.00 
4.95 

1.34 
1.34

8.83:'0" 

to 

.l;~~ __ .::.~ __ 

VI 



Table 4 

Summary Table of Analysis of Variance 
Of the Ca1ifornia-F Scale 

Administered to a Student-centered and Nonstudent-centered Group 

----~.~-

n 
Males 

x s 
Females 

----~-----_.--~~-n )5: 0" 11 

Total 
x...o 5.. 

F 
_ 

(SxA) 

California F Scale 
Student-centered 
Nonstudent-centered 
Total 

14 
10 
24 

101. 93 
92.80 
98.13 

25.6:5 
13.48 
19.44 

9 
18 
27 

97,56 
96.83 
97 . 07 

16.09 
15.83 
15.99 

23 
28 
51 

100.22 
95.39 
97.57 

20.00 
14.32 
17.01 

.262 

.552 1.16 

+:> 
o 
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the experimental groups or between Fzles and females (See Table 4). 

There was no significant difference, as determined by a simple 

analysis of variance, in intellige~ce between the student-centered and 

nonstudent-centered groups (See Table 5). 

Table 5 

Summary Table of Analysis of Variance
 
of Intelligence Quotients
 

for Student-centered and ~onstudent-centered Groups
 

Student-centered No~student-centered 
FN x s N x s 

Otis-Lennon Mental 
Abilities Test 23 116 8.00 29 112 11.50 1.80 
Advanced Level 

Performance was measured by course examinations, aQ~inistered 

to classes twice. Comparison was made by analyses of variance of the 

first test and of test score increases in successive administrations. 

There was one significant difference (p < .01) in performance beD~een 

the experi~ental groups (See Table 6). The nonstudent-centered group 

scored higher on the first administration of the eA7erD~ental Q~it 

examination. This was not confirmed in the mean increase gained by the 

two groups for that test or in other unit examinations. 



Table 6 

Summary Table of Analysis of Varim1ce
 
of lmit Test Data from Student-celltered &Nonstudent-centered Groups
 

First Administration N?t Change 
Student-centered Nonstudent-centered F Student-centered Nonstudent-centered F 

1\ X S N X S -~-X-' S --N X S 
------.------ - ._---_._._._ .. -'­~ .. _---~~. 

Pre- &Post-
Course Exm]] 22 46.59 11.01 28 49.14 6.45 .394 22 15.64 8.90 28 12.39 6.35 2.26 

Ohserviltiona1 
Course [xam 

22 38.82 37.67 28 38.61 4.25 -.001 22 12.09 4.74 28 10.32 4.37 1.87 

Experimental 22 24.59 5.63 28 28. n .75 11.94~~ 22 11.59 4.74 28 9.82 5.26 1.52 
Course Exam 

----_.. -._-- ._-------- ­
'id~ P .01 

-to> 
N 
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Chapter 5 

DISCUSSION, RECOMt'1EJ'IDATIONS , AND SlJMvfARY 

Consistent with the greater part of the findings of education­

al field research, the present study yielded no statistically signi­

ficant differences. In all cases, the null hy?otheses were supported. 

No criterion distinguished bet\veen subjects who favored a student-

centered approach and those who did not. 

Edwards Personality Preference Schedule. Two variables, def­

erence and affiliation, appro&ched significance (F = 3.56 and 3.00, 

resp~ctively, w]1en F. 05 = 4.05; see Table 3). ~1anifest needs asso­

ciated with deference are: 

To get suggestions frem others, "to find out Hhat others 
think, to follow instructions and de Ivhat is expected, to 
praise others, to tell others that they have done a good job, 
to accept the leadership of others, "to read about great men, 
to conform to custom and avoid the unconventional, to let 
others make decisions (Edwards, 1959, p. 11). 

The trend was established for an interaction effect. The fe­

males who disliked the course had approximately the saIne mean as the 

males who liked the course (11.11 fuid 11.36, respectively). TI1e student-

centered females earned approximately the sa~e mean as nonstudent-

centered males (9.33 and 9.36 respectively). It was eA?ec~ed that the 

student-centered subjects would have a lower need· for defere~ce; this 

was the direction for female subj ects only. AIthough all subj ects, Hi"ell 

the exception of student-centered males, scored lower on deference than 

the normative means (11. 21 ror males, 12.4a for females) would predict, 

student-centered females were the only group that differed significantly 

(p (.01). (The reader is referred to Appendix B.) 
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For males this direction was reversed. This finding was not 

consistent with ~ priori assumption, or with the McKeachie (1961) study 

that found males high in the power motive characterized by class lead­

ership and student participation. The results are more nearly ex­

. plained by Amidon and Flanders (1961) who found that dependent students 

perform better in a classroom climate that encouraged their questions. 

In our society, deference is not a trait usually attributed to males. 

The accepting atmosphere of a student-centered class possibly allows 

behavior that, although unacceptable in other social situations, is bet­

ter matched \'lith personality needs. It is hypothesized that increased 

course satisfaction ensues. However, it must be remembered that the 

mean on deference for student-centered males was approximately equal to 
I 

the mean of the normative saInple and, although higher, did not signi­

ficantly differ from that of nonstudent-centered males.
 

The manifest needs associated with affiliation are:
 

To be loyal to friends, to participate in friendly groups,
 
to do things for friends, to form new friendships, to make as
 
many friends as possible, to share things \~th friends, to do
 
things with friends rather than alone, to form strong attach­

ments, to write letters to friends (Edwards, 1959, p. 11).
 

The F obtained was 3.00 (4.05~01) for the comparison of 

affiliation means between the experimental groups. Those students \'iho 

like the course tended to score lower on this variable than those 

students who did not (means equaled 14.57 and 17.24, respectively). 

It would seem that those students favoring student-centered instruction 

would have a higher affiliation need. The present findings, however, 

are consistent with the work of Beach (1960). He found that the less 
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sociable students achieved more in lecture classes while the more soci­

able students performed significantly better in instructorless groups. 

The hypothesis was not supported in discussion groups with an instructor; 

in these s,ections low affili:l'tion subj ects m.ade the highest scores. It 

would appear that the presence of an instructor significa~tly effects 

social behavior and/or the i:1teraction between behc:.vio~ and n.eed. 

The present study can also be related to the work of Allen 

(1958). By intercorrelating EPPS scales, two patterns were defined. 

Pattern I variables assumed outgoingness and social responsiveness. 

Pattern 2 variables, which included the affiliation need, ass~~ed per­

sonal dependency and conformity with societal expectations. If affili­

ation is conceived in this way, the findings of the present study con­

form to expectations. 

On no other scales were the differences between eA~erimental 

groups significant. It was hypothesizec~ ~'::}'.2.t the homogeneity of the 

sample accounted for this. Tne double classificatio~ analysis of vari­

ance yielded a comparison of all males c:.nd all females en each of the 

EPPS scales. It would be expected, in accordance with the nom.ative 

college sample, that males ~ld females would differ significc:.ntly on 

twelve of the fifteen variables (See Appendix B). In the present 

study differences were found o~ only seven scales: affiliation, domi­

nance, abasement, nurturance, heterosexuality, and aggression (See 

Table 3). The expected differences were not found on achievement, def­

erance, autonomy, intraception, succorance, and ch~~ge. All subjects 

were education majors or minors. It was t}lUS hypothesized that people 

in the educational field have a distinctive pattern of needs more nearly 
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similar to others in their field than to the normal population. Vari­

ations attributed to sex tend to disappear and a more homogeneous pat­

tern of traits develops. 

To varying degr8~s this is s~pported by Jackson and Guba (1957), 

J'.1errill (1960), and Harrachek and Mori (196."r). The present study 

showed a lowered deference and succorance need and a higher need for 

autonomy in both sexes, a higher need in males for intraception and 

change, and a higher need in females for achievement. 

Consistent in these studies is the finding that teachers have 

at least an equal (Harrachek and Mari) , if not greater (Jackson and 

Guba~ Merrill), need for order than the normative sample. Order was 

a scale thought on ~ priori grounds to be especially TIlportant in this 

exneriment as a discriminator between student-centered and nonstudent­

centered subjects. Although this did not occur, it is suspected that 

a different sample "'QuId have yielded different results. All subjects 

in the present sample scored a significantly lower need for order 

(p <.01) than that of the nOrBative college group. 

California F Scale. Scores on the California F Scale did not 

significantly differ for student-centered and nonstudent-centereQ 

subjects (s~e Table 4). This was consistent with the findings of Neel 

(1959) who recorded no correlation between F scores and course satis­

faction ar.d of Stern (1962) who pointed to the very basic nature of F 

traits. Tnese are attitudes bound closely to the home and the pre­

vailing social nowlS. Students attending Kansas State Teachers 

College come from similar socio-economic Midwestern backgrounds; it 

can probably be assumed that few major variations in F values exist in 

this population. 
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Otis-Lennon Mental Ability Test. There were no significant 

differences in intelligence between those students who liked a group-

centered format and those who did not (see Table 6). Sample selection 

controlled for this factor lli~d no variation between the experimental 

groups was expected. 

Perform~~cemeasures. Data vieldec bv nerformance measures were , , ­

no more discriminating. Out of six ac1llinistrations of unit examlna­

tions, one F value was obtained that was significant at the .01 level 

of confidence (see Table 7). Tne mean for the nonstudent-centered group 

on the experimental unit test was 3.62 points higher than that of the 

student-centered group. This did not hold, however, for even the sec­

ond administration of the same test. It was considered to have occurred 
I 

by chance, and the null hypothesis was not rejected. 

That satisfaction and achievement are not related is neither 

unique to this particular course nor restricted to college courses only. 

It would appear to be the general finding of the literature and consist­

ent with experimental evidence in industry, that w~rale (satisfaction) 

and productivity (achievement) are typically quite independer.t dimen­

sions (Goldberg, 1969). Thus, for all criteria tested in this study, the 

null hypotheses stand. 

Recommendations for Research 

Although experimer.tation has not substantiated trait-by-treatment 

interaction, this is generally attributed to faults in methodology ro.::her 

than evidence of interaction nonexistence. Learning is highly charged 

with emotional factors (Rogers, 1969; Sanford, 1962; Symonds, 1963). 

Teaching is a dynamic interpersor~l experience (Gorham, 1969). It \vould 
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be expected that tllese factors work together. Therefore, the weakness 

of the link must exist in the ways in which experimenters set out to 

measure and define interaction (Cronbach, 1957; Cronbach and Snow, 

1966). 

Recommendations for research are: 

(1) ine construction of more complicated instructional models 

in which to test interaction hypotlleses. Models coul~ be devised which 

varied instructional techniques more radically, or which replicated 

effects in concurrent classes, or which were specifically designed to 

interact with what appeared to be a promising variable. Findings of 

the present .study would suggest the variables affiliation and deference 

be further considered. The interaction of sex, trait, and instruc­

tiqnal treatment would also seem to warrant further research. 

(2) The construction of personality measures more consistent 

with specifically defined personality traits. Scales constructed for 

the purpose of general prediction may by their very nature exclude the 

sort of personality variance most i~portant in personality prediction. 

If measures could be refined which identified for every subject his 

perceptual world, more accurate information would result. 

Summary 

The purpose of the present study was to identiiy those person­

ality characteristics which differentiate between college students who 

like a student-centered approach and those who do not. It furtller pro­

posed to examine the relationship between those attitudes ~~d perfor­

mance on course examinations. 
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Literature concerning student-centered instruction was presented 

to establishe the validity of the approach by examination of its outcome. 

While there were no significant differences in terms of increased fac­

tual knowledge between student-centered and traditional classroom struc­

tures, student-centered approaches tended to promote higher-order cog­

nitive goals and non-cognitive changes. 

It was reasoned that because much of the ll1~act of student-cen­

tered instruction is in the realm of emotion, attitude toward instruction 

would be an important variable in forming the affective outcome of a 

student-centered class. Emotional factors in learning were reviewed. 

In the present study firty-two subjects in a student-centered 

class were divided into two groups on the basis of responses to a class 

re~ction questionnaire. Subjects were administered: (1) the Edwards 

Personal Preference SchedUle, (2) the California F Scale, (3) the Otis­

Lennon Mental Abilities Test, Advanced Level, and (4) three mUltiple­

choice course examinations each a~~inistered twice. Mean scores for 

the student-centered and nonstudent-centered groups were compared for 

each criterion. For personality measures, a double classification 

analysis of variance corrected for disproportionality was utilized; 

for IQ and performance scores, a sll1ple analysis of vari~lce. 

No significant differences were found on any measure between 

the experll1ental groups. There was a tendency for deference to inter­

act witn sex in determining course reaction. Student-centered males had 

a higher need for deference while student-centered females had a lo,~er 

need than did their nonstudent-centered counterparts. Consistent with 
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the findings of Beach, student-centered subjects tended to have a lower 

affiliation need than did the other subjects. Performance was not sig­

nificantly affected by course satisfaction. 

Further research employing more sophisticated models and more 

specific personality measures was suggested. The present study pointed 

to deference and affiliation as promising variables to be eA~lored in 

trait-by-treatrnent interaction. 
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APPBIDIX A 

SURVEY OF OPINIONS 

Directions: 

The purpose of this survey is to determine your opinions about 
this course. Please be frank and honest in your answers. This has 
nothing to do with your grade in educational psychology - it is infor­
mation for a thesis. 

To help you in answering, the following terms have been defined 
on a percentage basis as follows: 

A - Almost always - from 86 to 100 percent of the time 
G - Generally - from 66 to 85 percent of the time 
F - Frequently - from 36 to 6S percent of the time 
S - Sometimes - from 16 to 35 percent of the time 
R - Rarely - from a to IS percent of the time 

Circle the letter corresponding to your own opinion: 

A G F SRI. I enjoy this class.
 

A G F S R 2. I like Mr. Shepard*, as a person.
 

A G F S R 3. I like my group's teaching assistant, as a person.
 

A G F S R 4. I feel this class has been valuable to me.
 

A G F S R 5. I am glad I took this course.
 

A G F S R 6. I think class time is well spent.
 

A G F S R 7. This class is interesting to me.
 

A G F S R 8. I feel the instructor wants me to do \·!ell.
 

A G F S R 9. I feel "at home" in this class.
 

Did you enjoy the course? Why or why not?
 

*Course instructor.
 



APPB\TDIX B 

The manifest needs associated with each of the 15 EPPS variables are: 

1. ach Achievement: To do one's best, to be successful, to 
accomplish tasks requiring skill and effort, to be a recognized 
authority, to accomplish something of great significance, to do a 
difficult job well, to solve difficult problems and puzzles, to be 
able to do things better than others, to write a great novel or 
play. 

2. def Deference: To get suggestions from others, to find 
out'what others think, to follo,v instructions ~ld do what is 
expected, to praise others, to tell ethers that they have done a 
good job, to accept the leadership of others, to read about great 
men, to conform to custom and avoid the unconventional, to let 
others make decisions. 

3. ord Order: To have written work neat and organized, 
to make plans before starting on a difficult task, to have things 
organized, to keep things neat and orderly, to make advance plans 
~when	 taking a trip, to organize details of work, to keep letters 
and files according to some system, to have meals organized and 
a definite time for eating, to have things arranged so that they 
run smoothly without change. 

4. exh Exhibition: To say witty and clever things, to tell 
amusing jokes and stories, to talk about personal adventures and 
experiences, to have others notice and comment upon one's appear­
ance, to say things just to see what effect it will have on others, 
to talk about personal achievements, to be the center of attention, 
to use words that others do not know the meaning of, to ask ques­
tions others cannot answer. 

s. aut Autonomy: To be able to come and go as desired, 1:0 
say what one thinks about things, to be independent of others in 
making decisions, to feel free to do what one wants, to do things 
that are unconventional, to avoid situations where one is expected 
to conform, to do things without regard to what others may think, 
to criticize ~hose in positions of authority, to avoid responsi­
bilities and obligations. 

6. aff Affiliation: To be loyal to friends, to participate 
in friendly groups, to do things for friends, to form new friend­
ships, to make as many friends as possible, to share things with 
friends, to do things with friends rather than alone, to form strong 
attachments, to write letters to friends. 



7. int Intraception: To analyze one's motives and feelings,
 
to observe others, to understand how others feel about problems,
 
to put one's self in another's place, to judge people by why they
 
do things rather than by what they do, to analyze the behavior of
 
others, to analyze the motives of others, to predict how others
 
will act.
 

8. suc Succorance: To have others provide help when in 
trouble, to seek encouragement from others, to have others be kindly, 
to have others be sympathetic and understanding about personal prob­
lems, to receive a great deal of affection from others, to have 

. others do favors cheerfully, to be helped by others when depressed,
 
to have others feel sorry when one is sick, to have a fuss made over
 
one when hurt.
 

9. dam Dominance: To argue for one's point of view, to be a 
leader in groups to ~nich one belongs) to be regarded by others as 
a leader, to be elected or appointed chairman of cOIT~ittees, to 
make group decisions, to settle argw~ents and disputes between others, 
to persuade and influence others to do what one wants, to supervise 
~d direct the actions of others, to tell others how to do their jobs. 

10. aba Abasement: To feel guilty when one does something 'Wrong, 
to accept blame when things do not go right, to feel that personal 
pain and misery suffered does more good than harm, to feel the need 
for punishment for 'Wrong doing, to feel better when giving in and 
avoiding a fight than when having one's own way, to feel the need 
for confession of errors, to feel depressed by inability to handle 
situations, to feel timid in the presence of superiors, to feel in­
ferior to others in most respects. 

11. nur ~urturar.ce: To help friends when they are in trouble,
 
to assist others less fortunate, to treat others with kindness and
 
sympathy, to forgive others, to do small favors for others, to be
 
generous with others, to sympathize with others who are hurt or sick,
 
to show a great deal of affection toward others, to have others con­

fide in one about personal problems.
 

12. ch Change: To do new and different things, to travel, to
 
meet new'people, to experience novelty and change in daily routine,
 
to experiment and try new things, to eat in new and different places,
 
to try new and different jobs, to move about the country ~ld live in
 
different places, to participate in new fads and fashions.
 

13. end Endurance: To keep at a job until it is finished, to 
complete any job undertaken, to work hard at a task, to keep at a 
puzzle or problem until it is solved, to work at a single job before 
taking on others, to stay up late working in order to get a job done, 

"to	 put in long hours of work without distraction, to stick at a prob­
lem even though it IT~Y seem as if no progress is being made, to 
avoid being interrupted while at work. 



14. het Heterosexuality: To go out with members of the opposite 
sex, to engage in social activities with the opposite sex, to be in 
love with someone of the opposite sex, to kiss those of the opposite 
sex, to be regarded as physically attractive by those of the opposite 
sex, to participate in discussions about sex, to read books and ~lays 

involving sex, to listen to or to tell jokes involving sex, to be­
come sexually excited. 

15. agg Aggression: To attack contrary points of view, to tell 
others what one thinks about them, to criticize others publicly, to 
make fun of others, to te~l others off when disagreeing with them, 
to get revenge for insults, to become angry, to bla~e others when 
things go wrong, to read newspaper accounts of violence. 



APPENDIX B 

Means and Standard Deviations of the EPPS Variables for the 
Normative College Sample 

Colle&e Sample 

Standard 
Means Deviations 

Variable· Men Women· Total j\!en Women Total 
-

1. Achievement 15.66* 13.08 14.38 4.13 4.19 4.36 

2. Deference 11.21 12.40* 11.80 3.59 3.72 3.71 

3. Order	 10.23 10.24 10.24 4.31 4.37 4.34 

4: Exhibition 14.40 14.28 14.34 3.53 3.65 3.59 

5. Autonomy 14.34* 12.29 13.31 4.45 4.34 4.53 

6. Mfiliation 15.00 17.40* 16.19 4.32 4.07 4.36 

7. Intraception 16.12 17.32* 16.72 5.23 4.70 5.01 

8. Succorance 10.74 12.53* 11. 63 4.70 4.42 4.65 

9. Dominance 17.44* 14.18 15.83 4.88 4.60 5.02 

10. Abasement 12.24 15.11* 13.66 4.93 4.94 5.14 

11. Nurturance 14.04 16.42* 15.22 4.80 4.41 4.76 

12.	 Change 15.51 17.20* 16.35 4.74 4.87 4.88 

13.	 Endurance 12.66 12.63 12.65 5.30 5.19 5.25 

14.	 Heterosexuality 17.65* 14.34 16.01 5.48 5.39 5.68 

15.	 Aggression 12.79* 10.59 11.70 4.59 4.61 4.73 

Consistency Score 11.53 11.74 11.64 1.88 1. 79 1.84 

N	 760 749 1509 

*This mean is significantly larger (at the 1 per cent level) than the 
corresponding mean for the opposite sex. 



APPENDIX C 

TIfE CALIFOR~IA F SCALE 

1. Obedience and respect for authority are the most important virtues
 
children should learn.
 

2. A person who has bad manners, habits, and breeding can hardly
 
expect to get along with decent people.
 

3. If people would talk less and work more, everybody would be better
 
off.
 

4. The businessman and the manufacturer are much more important to
 
society than the artist and the professor.
 

5. Science has its place, but there are many important things that
 
can never possibly be understood by the human mind.
 

6. Young people sometimes get rebellious ideas, but as they grow up
 
they ought to get over them and settle down.
 

7. What this country needs most, more than laws and political programs, 
is a few courageous, tireless, devoted leaders in whom the people can 
put their faith. 

8. No sane, normal, decent person could ever think of hurting a close
 
friend or relative.
 

9. Nobody ever learned anything really important except through suffer­
ing. 

10. What the youth needs is strict discipline, rugged determination, and 
the will to work and fight for family and country. 

11. An insult to our honor should always be punished. 

12. Sex crimes, such as rape and attacks on children, deserve more than 
mere imprisonment; such criminals ought to be publicly whipped, or worse. 

13. There is hardly anything lower than a person who does not feel a 
great love, gratitude, and respect for his parents. 

14. Most of our social problems would be solved if we could somehow get 
rid of the immoral, crooked, and feeble-minded people. 

15. Homosexuals are hardly better than criminals and ought to be severely
punished .. 



THE CALIFORNIA F SCALE - continued 

16. When a person has a problem or worry, it is best for him not to think 
about it, but to keep busy with more cheerful things. 

17. Every person should have complete faith in some supernatural power 
whose decisions he obeys without question. 

18. Some people are born with an urge to jump from high places. 

19. People can be divided into two distinct classes: the weak and the 
strong•. 

20. Some day it will probably be shown that astrology Cal1 explain a lot 
of things. 

21. Wars and social troubles may someday be ended by an earthquake or 
flood that will destroy the whole world. 

22. No weakness or difficulty can hold us back if we have enough will 
power: 

23. It is best to use some prewar authorities in Germany to keep order 
and prevent chaos. 

24. Most people don't realize how much our lives are controlled by plots 
hatched in secret places. 

25. ~ nature being what it iS,there will always be war and conflict. 

26. Familiarity breeds contempt. 

27. Nowadays when so many different kinds of people move around and mix 
together so much, a person has to protect himself especially carefully 
against catching an infection or disease from them. 

28. Nowadays more and more people are prying into matters that should 
remain personal and private. . 

29. The wild sex life of the old Greeks and Romans was tame compared 
to some of the goings-on in this country, even in places where people 
might least expect it. 



APPENDIX D 

PSYCHOLOGY 334 

PRE-and POST-COURSE EXAM 

Mr. Shepard 

Part I 

GENERAL DIRECTIONS 

Each correct response will be worth one point with a possible maximum 
score of 100. There will be no correction for guessing. You will have 
this class period to complete the test. Record the number and form on 
your answer sheet. DO NOT MAR...1( ON 1HE TEST BOOKLET. Work as rapidly 
as you can. 

Blacken the space on the answer sheet that indicates the correct answer. 
There is only one option which correctly answers the multiple-choice 
item. If more than one option appears correct to you, choose the most 
complete and best choice. 

SAMPLE 

00.	 The purpose of a course in psychology is to 
(1)	 learn to think about behavior using psychological concepts 

and principles 
(2)	 make you as much like a psychologist as one course can 
(3)	 acquire better insight into why people do things 
(4)	 show how psychology can be used to develop teaching methods 

The correct choice is (1). Therefore, you would blacken the space in 
column one as indicated below. 

00.	 1. f, ..{ 2.= 3.= 4.= 5. ­

00 NOT TURN TIUS PAGE UNTIL INSTRUCTIONS ARE GIVEN TO DO SO~ ~ 
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1.	 The concept that this diagram represents includes the term 

the work of 'N',,-.'~---'"..	 ' 
:.y~~ .... ""'V~ "")\".'1'1'. Mr. , .~ 
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(1)	 Self, Snyggs and Combs' 
(2)	 Heart, Rogers 
(3)	 Ego, Freud 
(4)	 Phenomenon, Piaget 

2.	 A person is adjusted in the psychological sense when: 
(1)	 he has no significant emotional problems. 
(2)	 he understands himself as well as can be expected. 

and illustrates 

(3)	 he has learned what he needs to interact rewardingly with his world. , 
(4)	 he can accept other people's negative evaluations of him without fear and 

; anger. 

3.	 Which of the following is typically a lower class characteristic? 
(1)	 Hand-to-mouth existence 
(2)	 Industry and a strong sense of duty and responsibility 
(3)	 A strong urge for improvement in status 
(4)	 Interest in the academic progress of the children 
(5)	 Emphasis upon conformity to the social and moral code 

4.	 The conflict between "n Aff' and "n Ach" becomes more intense during: 
(1)	 t~e early adult years. 
(2)	 adolescence. 
(3)	 the middle years of childhood. 
(4)	 the early school years. 

5.	 Which of the following probably represents the most ideal form of adjustment? 
(1)	 Adaptation to one's environment 
(2)	 Conformity to social expectations 
(3)	 Modification of one's environment to meet one's standards of excellence 
(4)	 Integration of one's goals and purposes with those of the social order 
(5)	 Minimization of interaction between oneself and one's environment 

6.	 The factor most responsible for the prevalence of juvenile delinquency is: 
(1)	 failure of individuals to satisfy basic needs in acceptable ways. 
(2)	 ineffective character training in the home and school. 
(3)	 innate human frailty. 
(4)	 inadequacy in law enforcement. 
(5)	 the bad example set by society. 

7.	 Acc<;ptance of self is associated with acceptance of others. 
(1)	 moderately and positively 
(2)	 not 
(3)	 low and negatively 
(4)	 moderately and negatively 
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15.	 In a recent study regarding whether or not teachers understand learning operations, 
it was learned that: 
(1)	 the majority of teachers did NOT h~we aciequ<'..te knowledge. 
(2)	 many teachers believe children learn through drill and repetition. 
(3)	 many teachers believe children learn by imitating. 
(4)	 many teachers were not concerned by the problem. 
(5)	 all of the above. 

16.. Some educators argue that students should· be provided with as many success 
experiences as possible. A valid criticism of this point of view is that: 
(1)	 students will fail to work as hard as they might under such procedures. 
(2)	 life inevitably brings some failure, and students need to learn how to react to 

failure. 
(3)	 it ignores differences in pupil char2.cteristics related to succeeding and failing. 
(4)	 some failure experiences are more likely to increase motivation than repeated 

successes. 

17.	 A generalization is learned by induction when a person: 
(1)	 is told, in some way what the generalization is. . 
(2)	 knows the generalization and finds examples of it. 
(3)	 draws a generalization from seeing examples of it. 
(4)	 looks for instances of a phenomenon to understand it. 

18.	 Some research with problem solving su~gests that students develop the highest 
degree of motivation for self-initiated problem .solving if: 
(1)	 they receive no help from the teacher. 
(2)	 they are given the answers to problems, but are not told how to get the 

answers. 
(3)	 they are given the rules that apply to the problems. 
(4)	 teachers help them solve the problems. 

19.	 Willy Brogan is in the fourth grade and still does· not know how to read or write. 
Every teacher so far has given him extra time and attention. He had an IQ of 9S on 
a non-verbal test, hence his problem is not that of insufficient intelligence. It is 
quite likely that his teachers: . 
(1)	 have not tried hard enough. 
(2)	 have been using the wrong teaching methods. ' 
(3)	 are unaware of the part that emotional factors play in his L"1ability to learn. 
(4)	 are unaware that Willy is not really interested in learning. 

20.	 Unless Johnny,'who is seven years old, has ha.d some b2skground experience for the 
process of catching a ball and is at the level of maturity which is ad.equate for this skill: 
(1)	 he will need a great quantity of practice to learn the technique. 
(2)	 it is hopeless to teach this skill at this time. 
(3) . he will never be able to throw the ball properly if he can't do it at this time. 
(4)	 he can't catch because he has a mental block against it. 

21.	 Pavlov's dogs salivated in the presence of a tone which had been previously paired 
with food. This salivary response is called: 
(1)	 an habituated response. 
(2)	 an unconditioned response. 
(3)	 a conditioned response. 
(4)	 a skeletal response. 
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29.	 Which of the following statements about homework is LEAST likely to be valid? 
(1)	 The student who does not study ou.tside of class is probably doing very little
 

learning in class.
 
(2)	 Parents are the chief obstacles when it comes to getting students to do
 

homework.
 
(3	 Students have some of their most significa.nt learning experiences when they are
 

out of class and on their own.
 
(4)	 Many students do their homework for largely negative reasons, for example, to
 

keep adults from nagging at them.
 

30.	 Jerome Bruner evoked a considerable degree of criticism and opposition among 
educators and psychologis~s wh~n he s~PRortcd the. idea :hat child~en: 
(1 coulc1learn complex Ideas In the fIelds of mathematICS and sCience. I 

".I I~ 

(2)	 could learn almost anything faster than adults if taught in terms they could ;r,
I: 

understand. .. 
(3)	 were limited in theu" learning potential by the attitudes of teachers. 
(4)	 none of these. 

31.	 An experimenter fails to reject the null hypothesis with data from an experimental 
and control group. This means that: 
(1). the means of the two groups are really identical. 
(2)	 his data has failed to reveal any difference at all. 
(3) . his sample size was too large. 
(4)	 the difference betwecn the groups was not significant. 

32.	 In a study of the influence of tobacco smoking on psychological reactions, the 
independcnt variable would be: 
(1)	 smoking. 
(2)	 hand steadi....ess. 
(3)	 rate of heart beat. 
(4)	 reaction time. 

33.	 Most classroom experi..ncntation has to employ the principle -of: 
(1)	 controlled samples. 
(2)	 selected samples. 
(3)	 random samples. 
(4)	 paired sampIes. 

34.	 A logical order of procedure for any experiment would be: 
(1)	 Select the groups, pre-test the groups, determine the behavioral objectives,
 

teach the groups, post-test.
 
(2)	 Determine the behavioral objectives, teach the groups, post-test. 
(3)	 Pre.tt.:.st the groups, teach the groups, determine objectives, post-test 
(4)	 None of the above. 

35.	 A sample is random if: 
(1)	 both sexes are included. 
(2)	 every third person in an alphabetical listing becomes a subject. 
(3)	 equal numbers are included from every discriminable group. 
(4)	 every mcmber of a defined population ha.d an equal chance of being included
 

in the sample.
 



36.	 11. teac::er tries t'"110 dif:cr~nt VI::yS of tC?;.c~::i~~~<~ I:::;:4 cl~~~:~ ~~O-;/l to \Yl~4itc a ?~r2ZI;:rh. 
S}1e	 does an exp~rirn(;n~ ·~o tcs: ::C:~- t:ytJ,::;tl1C:is -~hE"~ i;1:r:.;.cC:i<:·~:; CG:'~:'"cc'~ion of errors 

. 1 ) ,'-. - . ,. . .~" ~ -v 'T .,.I one cY"~rllnent" ~,'n~ '-'-"l~-"" " .. , \'-'~n,c-~ ''',''.,--,.-''- ,~,-')C;"~~- 0 vr-·1'·•..,'" ine 1"0 .­
l"ypoth~;i: for tl:is ~;;;;;i::=.;;.t ;~~- :".A.Ct " ~---~.,~. f '-'<'J'~rh ··~·"o· , ~"" 

1	 "J - "','(1 \	 botn !:'rO""-" VI" ""'~-!-"""l C'-"'~-"-r ~!) .-" 

~~)	 ~h~ ~~¥;~i~~~~"~;;:l~~);'l;:~: Wl~~~<~~~>:~~~':~~:~cl):~~~-c:;~_~~;;- _~:t~.c~~, '(1,_ ~'''r.
 i" .,

\J)	 •.• ~ C:a~C ....n,-es .VUl b... V-J..4. oW "-"-i''-'-''': __• ~ .. ,_.~~..: ".0"".. ., co. '- Inuuen~L.S .rlc 
rcsul·~s.. 

--.'.0(4 )	 the perfor;11~nce of CO~·~ 1 "'1'r- -") l"' :~-:.e c.:·;:"]crimental 
group. 

......... """ ........4'v1 ..:;,. ........... ~ ;;,/~_ e::cccc.d :.:hc.'~
 

37.	 One of tl1e :ollo\v·ing is NC·.....;..' c-:' ·t:u.~ s·_~~t(;~-:lC:-· .. -:': ·;· .. jCUt ::..:r: ~::r~'">JJ-~(;::~s. 
;' -, )
\"-	 1\:1 hypot}-J 2sis Ta·:2.Y st7:..te a rC:2.t.:C:1 1.<'.~~\7':' ..:>:---, ·C\".70 '/:.-:.~~~z' ..')lcs. 
(2)	 J-~~:' ::j'porhesis is ti:~ rc::·_·,~·"~ c: ::::.. ..:;:x~-:.<~:-i:tT ... ~~;.t 1..:1 .:;c.~c~~:on. 
! ~ \ ~, l	 .. r ·.-~·"'_..::>,,",i. <'f" -1._ "... o·i"... -:fl~ ,-,_r: ~._:l.;- ":"',_"'~i r- ~"'~r"1 ~-!,,'"'I" ..",,,,,.~~ ..\.:>; ...-.....n ... alPO ... J. ~ s ... "'a"'cs....;.. ~ .......~ ... ..;.v.u. U ... ......~.pr...._... \...o.. .;.._y .;.... ~ ...o ... .;,o l~~...:..--'. ~.
 

1\ 1 ... -, • ". c -, ..r­(4)	 P4l~.. 11ypcthcS1S may be ~-cz~tec... 1:1 ~}1 li ..·.:~·•..;nJl ::crm. 

33. ~:1 an	 cxpc~-':~-','1en::) tl1e inv,~sti2~"'..tcr ~:::..::mp~s to have ~_ 20:2'::r01 g:ou.? v/hic:-: IS: 

g~ ~~~~~i~= :;~ ~b r;:~~:;~,~s t~~\:~~c:~;~~~;;~~.~:~~~;: ..?~~=:: ):::C~ ..)-: ~or ~he fac~or t~:~cler 
studv. •	 • ~ , 

,~ /::. -,., ".- ,-.-', , _"	 J.oo:, .. p. r
(3)	 differeD'.: _u~ all r~E ~ :':-:"':;;:; :::_~C'T.;.: .....'le ....................... a ~ •• <.__ .: .JU:) c:~-:c~"J': fo:: i,. ... _ ..... rz..c:or
 

~ndcr study....	 .,. • r­..."......... .r':.
(.~ )	 lG·2:·~t~C:2.l In :..·~::':;-V:':::_': :~S-~(;C·~S to t~l2: ,::::·":·~~·:~-_,~_.;.;··_:::l '~;TO~ 'J '-_._ ...... <.-- ...-' ... -'-'- ·che :~CIor 
~	 ,;) , 

UI_~~...: ...• i~-: v~sti6z...t~o~-~. 

39.	 \~:~ic~_,:.: :~;:.~}~~l~;\v'::n~;s1. ~.~ ?;-.::;:~,:::_! C0nCC:;-'~J c;:, ~ca::iOLZc: ')"yC:.C~OZ::s:s? 
(.i.)	 .J.. ...... "-- .... Oa ..... ..:...;. ......-t"'.:.on v':" .. .:...,' r.J'v'_ ... _'-'" ...~'-':....
 

g~	 ~::~~ ~~~.~~f~i~~o~f ~f~~~~~~:t~~~~~~:,}~ct~,:~:~6';i~~~:d l~:oJ~cms. 
4(.t.\	 '-;""~- cl':),velr-.1)mr~nt oJ: r" .. ,..-..:-:·r4c··...:~o~;""'1 ~~ .. '"·-i{,·~-'>-, .; "..,..., ....- ~ r-·,.i...., ..... ;7'l .... $ u •...,,--l,-... ·..1v ;r,r;\ I) t,,;	 l: 4'-01:.. C... .1. l.).l v.................... ... ... ~ .... a~..J ...S;. .....~ a.... \...1 L.......... .(' .... ..... '-'.:0-... a" .1...... ;.:> ~!~C
.L ... ~-"ril",; 

tC2.chiEg ;lft:. 

(5)	 ':'rle di~cov(::y of tcach.i::2 ::._~oceclures c ...... :-<:~:~}:~ ..--:~'c.~-:1 e::7ectivcness. 

........, .... ,~. ..".	 , ... . '" .. .. .
 
..·.-v. • ",l~	 ,-,~',i IQ 1~ CC"~~l~;i",i v.' .... ;.,' 1""'~" ~C"-'\""m~r-j-_L ........ Ul,,-...,,\....I...... • .,:..;,:;. .... 4\..,......................... ..oL......... ......"' ........ "'" ....._..... ' .... &"'" .......
 

T"".- "-•(::')	 ....v", 

(2)	 ?o:il:~vely 
(3)	 Lc'_:;.:tivcly 
(t; )	 pc~fectly 

cannot ,=,of')J~~sr,r ~e·e,..?;" 1.c ;-\.,">;"\-.~~-::"t "'1,....,,..1 >;1,'-~r.r'" -' t"o 7"0'\1 0 ,-·rr ..u~1n$~'41. We	 ..... ....alA ... j aa ~.., 1. J.. \A. L. ...... ~!\,..I...) ... """" ........ ~ J. ............ \.......... LJ'_.l. .... s aL ....... .:I.
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43.	 Educational psychology is oriented toward: 
(1)	 the study of the peculia.-itir:.s of individual children. 
(2)	 the application of the principles a~ld techniques of p~ychology to the solutions 

of the problems of the classroom. 
(3)	 the formulation of hypotheses and theories relative to educational practice. 
(4)	 the development of pedagogical practices of ma..ximumeffectiveness. 

44. The role that interferes most in teachers' attempts to .. asdeve10n skills artists in 
human relations is that of: 

~ 

(1)	 the classroom manager. 
(2)	 the power seeker. 
(3)	 the parental figure. --­
(4)	 the subject-matter expert. 

45.	 A teacher is to some degree a psychological catalyst because: 
(1)	 he acts as a go-between or channel of communication between students and 

administration, and between narents and administration. 
(2)	 he is able to engage activ~ly and energetically in stimulating and guiding 

learning. 
(3)	 he has the responsibility for initiating and promoting effective comrn.unication 

within the classroom. 
(4)	 certain important cha.tlges take place in students merely because he is there. 

46.	 Prescientific' understanding of educational processes gives educational psychology 
students the most difficulty when it: 
(1)	 interft;res with learning new concepts. 
(2)	 is based on common sense. 
(3)	 is based on folklore and tradition. 
(4)	 proves to be valid and workable. 

47.	 A student who has grasped the purpose of a course in educational psychology might 
say: 
(1)	 "Psychology helps mainly to understand the children who have problems in my 

. clasz." . 
(2) .. "Psychology is all right as a science but it's still too new to tell me much about 

teaching." '. 
(3)	 "Learning to think psychologically will give me a new way of looking at 

teaching problems." 
(4)	 "A teacher's experience is what counts; psychology helps but it C2.J'1't give you 

experience." 

48.	 The degree of motivation displayed by students in a given classroom is most directly 
a function of: 
(1) the availability of suitable incentives.
 
(2)' the sensitivity of the teacher to pupil needs.
 
(3)	 the assets and liabilities of the students. 
(4)	 the relative availability of unsatisified needs in stadents to which the teacher 

can appeal. 
(5)	 the appeal inherent in the curriculum. 
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· 56.	 A standard intelligence test contains the following subtests; vocabulary, verbal 
analogies, anagrams, arid reading comorehension. The v2jidity coefficient for this test 
is probably highest for predicting grades in: 
(1)	 history, social studies, and English. 
(2)	 history, mathematics, and social studies. 
(3)	 English, history and chemistry. 
(4)	 social studies, English, and att. 

57.	 You are told that there is a positive correlation between intelligence, as measured by 
intelligence tests, and the level of occupation that a person eventually enters. Which 
of the following statements can be made on the basis of this measured correlation? 
(1)	 H~h intelligence causes people to go into professional occupations. . 
(2)	 All people of high intelligence are likely to be found in high occupations. 
(3)	 The higher a person's intelligence, the more likely he will be found in a 

professional occupation. . 
(4)	 The chances are 50-50 that a person of high intelligence will go L'1to a 

professional occupation. 

58.	 Which of the following sta~ements concerning the h~A is FALSE?
 
(1). The MA is obtained directly from performance on an IQ test.
 
(2)~ The MA indicates the level of mental functioning.
 
(3)	 The MA is NOT in itself an index of brightness. 
(4)	 The~.1A continues to increase througbout the childhood period. 
(5)	 The r..1A of an elementary school child is numerically equal to his CA. 

59.	 Intellectual ability: 
(1)	 is best measured through tests of physiological functions. 
(2)	 is measured directly through tests. 
(3)	 can only be inferred from observatioIls of behavior. 
(4)	 can be given an absolute number between 40 and 150. 

60.	 You have calculated a correlation coefficient to be -1.10. This means: 
(1)	 you have made a mistake somewhere. 
(2)	 the set of data must contain errors. 
(3) the correlation coefficient is really -0.90.
 
(.4) no relationship exists.
 

61.	 Fa u n<.. whispered to :Miss Fredericks, as she tumed b her qt:iz paper. "Dale was 
copying. I saw him" Miss Fredericks said nothing, but she could nm: help thinking it 
was odd that Fauna sho,uld mention this since she had suspected for some time that 
Fauna was getting other children to do her homework for her. It is quite possible 
tnat Fauna is using a mental clerense mechanism known as: 
(1)	 conformity . 
(2)	 rationclization 
(3)	 repression 
(4)	 projection 

62.	 Teachers who prefer to deal with problem behavior promptly and directly should 
keep in mind that such treatment: 
(1)	 has little effect on children. 
(2) is better than postponin.g and deiaying. .
 
(3 is unlikely to get at the source of the behavior.
 
('4) directs the student's attention to the motivation underlying the behavior rather
 

than to the behavior itself. 
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69.	 Which of the followbg choices is the best deH..'lition of learnirLg? 
(1)	 relatively permanent contiguity bc.':tween the stimulus and respOl"se. 
(2)	 relatively permanent ::.cquisition of !mowledge. 
(3)	 relatively permanent chap_ge in a behavioral pattern which is the result of 

reinforced practice. 
(4)	 relatively permanent experience which is coded in the central processes of the 

brab. 

70.	 When assessing cntering behavior: 
(1)	 a standardized test is used. 
(2)	 a test of previous learning is used. 
(3)	 a test of present learning is used. 
(4)	 all of the above are assessments of entering behavior. 

71.	 One of the arguments for the use of explicit statemetlts of instructional objectives is 
ili~: .. 
(1)	 educational objectives are concerned with processes-as well as products. 
(2)	 the teacher can plan the final stage:; of instruction. 
(3)	 it emphasizes the importance of conformity; 
(4) - it makes clear what the student \\111 be able to do for some time into the 

_future. 

72.	 Which of the following is an explicit statement of an instructional objective? 
(1)	 The student understands the factors contributing to the American Revolution. 
(2)	 The student gives oral directions for making an apple pie. . 
(3)	 The student knows how an automobile works. 
(4)	 The student comprehends the difference between a star and a planet. 

73.	 Which of the following is NOT an explicit statement of an instru::tional objective? 
(1)	 The student is able to distinguish between-classical and modern art. 
(2)	 The student can identify a Beethoven symphony upon hearing excerpts from 

four composers. .... 
(3)	 The student can list the causes of the Civil War. 
(4)	 The student grasps the significance of the American Revolution. 

7-4.	 Which of Mager's requirements i~ missin~ from the following fa~lt~ task descri<tion: 
"The learner must be able to select at least five factors contributing to Worla War 
1." 
(1)	 Acceptr.ble terminal p(;rtonnance. 
(2)	 Important conditions under which behavior is to occur. 
(3)	 Description of acceptable performance. 
(4)	 All requirements are missing. 

75.	 Which of the followirlg categories is part of Bloom's classification? 
(1)	 concept learning 
(2)	 principle learning 
(3)	 problem solving 
(4)	 comprehension 

76.	 A child is puttir.g together pieces to complete a jigsaw puzzle of the United States. 
What behavior category docs this illustrate? 
(1)	 knowledge 
(2)	 comprehension 
(3)	 analysis 
(4)	 synthesis 
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84.	 The correct order in writing up an experiment is which of the sequences below? 
(1)	 Introduction, Procedure, Resclts, Discussion, Conclu&ion, Application, 

Summary. 
(2)	 Introduc'tion, Tabulation, Discussion, Results, Application, Summation. 
(3)	 Statement of hypothesis, Discussion, Tablua.tion, Application, Summation, 

Conclusion. . 
(4)	 Hypothesis, Procedure, Materials, Tabulation, Discussion, Summary. 

85.	 Designs for experiments in learni:;g may be obtained from: 
(1)	 An instructor in your area or concentration. 
(2)	 Your educational psychology instructional team. 
(3)	 Your educational psychology textbook. 
(4)	 Abstracts and journals in the library. 
(5)	 All of the above. 

86.	 One possible conclusion that emerges from studies of the postponement of rewards 
and its relationship to children's learning is that children from socially deprived 
environments: 
(1)	 find it easy to trust a teacher who promises a reward to be given at a later 

time. 
(2) ~	 fmd it easier to work if rewards are Biven immediately. 
(3)	 learn better if rewards are given at regular intervals. 
(4)	 prefer to work at learning tasks for the sake of the enjoyment provided by the 

completion of such tasks. .. . 

87.	 A child is more likely to learn how to cope with the problems of life if his mother: 
(1)	 always responds to his needs for affection. 
(2)	 tends to reinforce attention-and affection-seeking behavior. 
(3)	 helps him with problems. . 
(4)	 reu1forces problem-solving behavior. 

88.	 When school children experience as many or more failures than successes, they are 
likely to: 
(1)	 use their intellectual abilities more efficiently. 
(2)	 put more attention, v-:illillgness, and effort into studying. 
(3)	 set less realistic aspirations for themselves. 
(4)	 do any of the above. 

89..	 Role-playing activities in a class provide the participants an opportunity to: 
(1)	 effect changes in attitudes. 
(2)	 develop group adhesiveness. 
(3)	 experience empirically the position of another. 
(4)	 demonstrate the ability to act with feelirlg. 

90.	 Teachers need to have a thorough knowledge of the principles of group dynamics 
because: 
(1)	 they need to detect when group cohesiveness has re~ched the danger point. 
(2)	 they are to educate children to live in a social group. 
(3)	 groups exert a major iniluence upon the attainment of the goals of education. 
(4)	 the modern classroom has become more and more of a group situation. 



P/..... ~!...'::~ !I: 

DIRECTiONS:	 ?orz. l'"'I-fS N :?,~'C'l "'.C~::r1 (~;_ :~,) Q'C<23T:~C;I'<~] 1\/1!:.P~!( "';I-:=S I\lU:\,.~I~E~ .. Cl>TE (1) 
~:L!:..I~~~{ Ol\T :~i~~2 Jl~\TS\j2,') .. S:--':3Er-i, ~--"'8~-':~ rl"'HiOS3 YOU "'f~'<il:-TI( P~RE Ti?z.UE 
lir~Jrj I\ll~~i={I( r~"E:iE l>r()~~~(::)2P .. rf·\\7C· (2) 2I...J-~~'.Ji'C FeR TI-IGSE YOUr-IHIl'-JK 
P~I~E FALSE. 

91.	 t1:eli~

~T~~~l~l~;~ t~:~~~j2v~~~~ 'fti~'; ~~;:;~0C~~S;S:;~~~s~~~:(~;,: '~; :':~;.';:~;'~::~. ,~;~;;~~~'~~~.~~~~~li~l~~) ':Y
 
r0')

~~~lec:._.J.7_.	 \\7}let:hc~~ st~::.:;~r.,~5 \::;i~~ _0 "' C_.',::~"'; 2.c:~)C~-~ ~~ C-.-~ ·./_'_·_~~_~8:: tI:8y :Z_ ... ~; .'.,1 _~:__ :.c.... pGcr 
v/crx C~h.;ouG~-:' ~O\;J {)-; S.li:i~ :..~~::-.~·~·:.S, ~':':' _:..<r~~_ "',_~, ~ ..:~_ ",:_.~ __ .. ~.::) .. 

.' • 1 1-, ,), ~ ""'93.	 .. n ctner \v:):·d.s~ 'vw<:c~i:.{;:r ~ ~\.\. '~~.:.:... ~ _';::-_:'·~'·.:3 ~ ... • l:. ...." ~:~~~:r,::~12. ()~-.. l:~:'~:; '::":':;~~~1~ :0 V/~-~l.::n ............ l.,,:)
 

rc\v~ci~2 or :..~t=.rL~~l1.;d by 11:3 '~~~~c~-:.~::.~s. 

9~·.	 ........C·2..:::1ir::3, 1-;2-:ticu12..rly .:....4 S ·.~:.:j2C~;:; s:.:, C~-L ~G ~. ~".:.:.::.- :~ ../) S'':::8l:'CC::. ~.:1(" S''''- '.... ~~: :?:G~:I;;r...-_~, is
 
• w'	 r. . ~ .. 

?=1L1.~:;'iY 2.1/"'~oc~~~G~ ~4cqr.. =~::~:;~; :~''':''~~ ~'~,_"':0:':'·j:.::~ ,~~~~.::. 

c. .:: 
;I -J.	 C)7":.ce s-;:l.:~~c::ts :-z..2fiLLy :2I::.~:' ...:.··. c~ ::.:;st:l·~ c~' ~:C~\Til:,~' o':;C:1 T p~ :'-~":;Hl" P[(C;?2RL.y ~ ,,,.~:;·l , 

"v'/u! re::~~i:' \v~":at tl1Cy 1-.:.2..\7(: l.~2.:-n(;c...	 
~ 

" 
" ,96.	 o::c c... ~: :':~c bes" 'I..\T~:YS to te~:.ct'.l. ~ ch::c :~ 1~O :...:.·.. v·...~1 :.~.=.:.:~ "::'~~~"":;~'C;:-lC~ 'oet\Vce:1 co:·r:~ct ~::.d 

• r··. " .
 
lncc~T~c·C \VD.ys Oi: c...C~'~:G c:.l:r:.~s.
 

97.	 r-1.'"'}·"e Des'.: v.;;;..y to 1(::2TI a. r..e..··l-l.s:::ll is to 1'~2..?~ ''::-:c '':.,,~ ... ~.:.:~' ··I:(:.:.:::.:~"":.~:t one stc'} ;-!.~:.t ·c:n:c:. 

~. ~.	 ~l~~;r,~fl~~;~ Pu~~~t~<~~~"~ ~ \~;~~J;~i~~~~'Z. ~:~~~g~:~~~~ .~~~ ~.~ ~:.~:~l;~~~~~d ~~~J7 <\~;~~~st~:~X ;~~~
 
r~ot ~~ccly to ~c ot muc.n v2.1uc. 

99.	 Stt:,lcl1ts cannot b~ fo:.-ceu. :0 l~a:::-~ ~.:. '~~:.~y '::.:: ::.c,-~ \;,l:=~nt to: becc..~:l~c> '~yc·J. cz;.:~ ~::2..:3.- a l:c~~.'..; 

to water) but you C~l1not nia~ce ::L. ':__':'i::':~ n r.:..... ~-:.:c::·;:rG:(:, th.:.; best \V~y ',~o set S'CUlCT';'~:'; ~:J 
'i· ~ t '. ?lr:ll .l-· ·-..~.... ,·)·~+\r~"~ .... '1r"' .. ~: ..... 'T~,.':"':.~ .. '~ e rn is 0 ill0i4hC S~l.' I..:"':"~""t. .... ~ ......... """"-... H .... ~~l) _::> ~d........
 

100. ::1 o:-ccr to func:~·~n 2.ccqu~>:tcl:f13:. a S\.~..::-~· ::,c: or :'_ ~~.':; :._r.:., s::"-l,l8?-'"~ ts :-nUE:t firs: be i:,:,LrcC:uCCc. ~o 
and have a \;l10~ougl1 un~crsc~:--:2.i:;;g of :::.-:..y F.t~r.. ci~j:c;s ir~vol'{lccl. 



APPENDIX D 

PSYCHOLOGY 334 
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Mr. Shepard 

GENERAL DIRECTIONS 

Each correct response will be worth one point with a possible 
maximum score of 45. There will be no correction for guessing. 
You will have 30 minutes to complete the test. Record the number 
and form on your answer sheet. Do not mark on the test booklet. 
Work as rapidly as you can. 

Part I. 

This part of the test consists of 12 terms or concepts listed 
on the left hand side of the page. In the column on the right hand 
side of the page are definitions. On your answer sheet, write in the 
appropriate letter for each concept. 

Part II. 

Blacken the option on th~ answer sheet that indicates the correct 
answer. There is only one option which correctly answers the multiple­
choice item. If more than one option appears correct to you, choose 
the most complete and best choice. 

00 Nor TURN lliIS PAGE UNfIL INSTRUCTIONS ARE GIVEi'J TO IX) SO!! 



Part I 

l. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 
~ 

10. 

11. 

12. 

Extraneous variable 

Experimental group 

Null hypothesis 

Dependent variable 

Research hypothesis 

Inference 

Replication 

Raw score 

Range 

Medi'an 

Percentile 

Correlation coefficient 

MATOUNG
 

A.	 a procedure in which an experiment 
is repeated in all respects except 
that the dependent variable is 
changed. 

B.	 the process of reasoning from some 
to all. 

C.	 a number expressing the degree of 
association between variables. 

D.	 a statement of a relationship be­
tween variables. 

E.	 an average of a set of scores. 
F.	 not forming a vital part of an 

experiment. 
G.	 the group given the experimental 

treatment in an experiment. 
H.	 members are not exposed to the in­

dependent variable. 
I.	 the observed result from the effect 

of the cause. 
J.	 a statement that observed differ­

ences or observed associations are 
likely to be the product of chance 
events. 

K.	 tells what percent of the student's 
responses were made in the appro­
priate manner. 

L.	 a procedure in which an experi~ent 

is repeated in all respects except 
that the subjects of the experiment 
are different from the original sub­
jects. 

M.	 the relative position of each score 
in the distribution as arr~~ged on 
a scale of one hundred. 

N.	 difference between the largest and
 
smallest values in a distribution.
 

o.	 the score or score value which 
divides the distribution into equal 
parts. 

P.	 the variable that an experimenter
 
nunipulates in an experiment.
 

Q.	 the number of correct answers di­
vided by the number possible. 



Part	 II - MULTIPLE-010ICE 

13.	 MOst classroom experimentation has to employ the principle of: 

1.	 controlled samples. 
2.	 selected samples 
3.	 random samples. 
4.	 paired samples. 

14.	 A complete and logical order of procedure for any experiment would 
be: 

1.	 Select the groups, pre-test the groups, determine the behav­
ioral objectives, teach the groups, post-test. 

2.	 Determine the behavioral objectives, teach the groups, post-test. 
3.	 Pretest the groups, teach the groups, determine objectives, 

post-test.
 
4• None of the above.
 

15.	 A sample is random if: 

1. both sexes are included. 
~ 2. every third person in an alphabetical listing becomes a subject. 

3.	 equal numbers are included from every discriminable group. 
4.	 every member of a defined population has an equal chance of be­

ing included in the sample. 

16.	 A teacher tries two different ways of teaching her class how to 
write a paragraph. She does an experiment to test her hypothesis 
that immediate correction of errors (one experimental treatment) 
will produce superior paragraph writing. The null hypothesis for 
this experiment is: - ­

1.	 both g~oups will perform exactly alike in all areas. 
2.	 the experimental groups will do significantly better and bet­

ter than any other comparable group. 
3.	 the differences will be what is expected if chance alone were 

influencing the results. 
4.	 the performance of the control group will exceed that of the 

experimental group. 

17.	 One of the following is not a true statement about a hypothesis. 

1.	 A hypothesis may state a relation between two variables. 
2.	 A hypothesis is the result of an experiment in education. 
3.	 A hypothesis states a relation of dependency among variables. 
4.	 A hypothesis may be stated in an "if-then" form. 



18.	 In an experiment, the investigator attempts to have a control group 
which is: 

1.	 identical in all respects to the experimental group. 
2.	 identical in all respects to the experimental group except for 

the factor under study. 
3.	 different in all respects from the experimental group except 

for the factor under study. 
4.	 identical in all relevant respects to the experimental group 

except for the factor under investigation. 

19.	 An experimenter fails to reject the null hypothesis with data from 
an experimental and control group. This means that: 

.1.	 the means of the two groups are really identical. 
2.	 his data has failed to reveal any difference. 
3.	 his sample size was too large. 
4.	 the difference between the groups was not significant. 

20.	 In a study of the influence of tobacco smoking on psychological 
!eactions, the independent variable would be: 

1.	 smoking 
2.	 hand steadiness 
3.	 rate of heart beat 
4.	 reaction time 

21.	 The "Hawthorne effect" is best illustrated in one of these groups: 

1.	 the experimental group. 
2.	 the control group. 
3.	 the standardization group. 
4.	 the nonn group. 

22.	 Miss Hall hopes to measure how well her class "likes poetry." In
 
order to proceed with her experiment, she must first define:
 

1.	 the reliability of the test 
2.	 the validity of her test 
3.	 the criterion behavior to be observed 
4.	 the group to whom the test will be given 

23.	 The tenn "replication" pertains to: 

1.	 The validity of an experiment 3. The reliability of an ex­
2.	 The repetition of an experiment periment 

4.	 The standardization of an 
experiment 

24.	 Research hypothesis is to null hypothesis as robin is to: 

1.	 barn swallow 3. quail 
2.	 bluebird 4. cardinal 



25.	 The following chart is an illustration of a study of praise and 
blame to incite or discourage improvement of the extroverts and 
introverts in classes. From the graph, it is evident that: 

1. The extroverts were praised after the first test. 
2•. The introverts were praised after the first, third, and fourth 

tests. 
3. The extroverts were blamed after the third test. 
4. The introverts were blamed after the third test. 

I 
I 

I 
~ ",;'

j" "'-, 

+r7 

, 
l()< "­...-t-+ / )1'")< "­,J.... " )( 

-I",,~ 
----­

~", 

4 

3 

2 

1 

Level 
of 

Work 

Legend 

extrovert 

)( y:)(. introvert 

1 2 3 4 5 

26.	 A teacher, having given his class a series of activities and keeping 
a record of the students' performances, has on his chart: 

1. raw data	 3. central tendencies 
2. correlations	 4. statistics 

Questions 27 to 30 relate to the following case: Mr. Thornton 
wishes to test the following hypothesis: Students \\'ho study in 
grouPs obtain better grades in geography than those who study alone. 
He picks two sets· of students. The students in the first group study 
alone; those in the second study in groups of three. 

27.	 The students who study alone compose 

l. the standardization group. 3. the experimental group. 
2. the variable group. 4. the control group. 

28.'	 The students who study in groups of three are the: 

l. standardization group. 3. experimental group. 
2. variable group.	 4. control group. 

29.	 The method used for studying geography is called the: 

1. independent variable. 3. control method. 
2. dependent variable. 4. standardized method. 



30.	 The grades received by both groups as a result of the experiment 
are referred to as the: . 

1.	 independent variable. 3. results of the hypothesis. 
2.	 dependent variable. 4. nonns of the group. 

31.	 Which one of the graphs below is a correct version of the Reten­
tion or Memory curve: 

311~1	 h:?1 
4z[S;_	 t;;;:;J 

32.	 In the preparation of an experiment, one should include all of the 
: i terns below except: 

, ' 

1.	 Selection of the subjects 
2.	 Statement of research hypothesis 
3.	 Construction of materials and equipment 
4.	 Writing out explicit procedures 
5.	 Identifying the control and experimental groups 

.33.	 The correct order in writing up an experiment is which of the 
sequences below? 

1.	 Introduction, Method, Results, Discussion, Conclusion, Summary. 
2.	 Introduction, Tabulation, Discussion, Results, Application,
 

Summation.
 
3.	 Statement of hypothesis, Discussion, Tabulation, Application,
 

Conclusion, Summary.
 
4.	 Hypothesis, Procedure, ~~terials, Tabulation, Discussion,
 

Summary•
 

34.	 Designs for experiments in learning may be obtained from: 

1.	 An instructor in your area of concentration. 
2.	 Your educational psychology instructional team. 
3.	 Your educational psychology textbook. 
4.	 Abstracts and journals in the library. 
5.	 All of the above. 

35.	 A method used by researchers to compare data from one group with 
data from another group is: 

1.	 Finding the correlation coefficient. 
2.	 Comparing raw scores. 
3.	 Measuring the range between the groups. 
4.	 O1ecking the extraneous variables. 



36.	 In developing an experiment, one must always be careful to be able 
to control all the factors that might affect the outcome. These 
factors are known as: 

1. The subjects. 
2. The experiment design. 
3. The extraneous variables. 
4. The control group. 

37.	 "See the dog chasing the cat" is to "There is a fire on the other 
side of the hill because I see smoke," as observation is to: 

1. replication. 
2. experimentation. 
3. application. 
4. inference. 

38.	 When the instructor used the can of 500 colored marbles, he was 
demonstrating the concept of: 

1. random sample.
 
~2. application.
 
3. observation. 
4. materials and equipment. 

39.	 In the World War II period, research is to Germany as null is to: 

1. England. 
2. Switzerland. 
3. United States. 
4. Japan. 

40.	 The arithmetic mean of the scores 4, 5, 7, 6, 4 is: 

1. 6.0 
2. 5.5 
3. 5.2 
4. 5.0 
5. 4.8 

41.	 The measure of central tendency to use when reporting data and to 
avoid the undue influence of extremes is the: 

1. standard deviation. 
2. median. 
3. range. 
4. mode. 
5. mean. 
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42.	 The median of the following scores--4, 6, 7, 5, 3, 9, 2--is: 

1. 6.0 
2. 5.2 
3. 4.0 
4. 5.0 
5. 5.1 

43.	 The 60th percentile is the point in a distribution: 

1. Where a student has missed 40 per cent of the questions. 
2. Below which are 40 per cent of the cases. 
3. Below which are 60 per cent of the cases. 
4. Where a student got 60 percent of the questions correct. 

44.	 Arithmetic mean is to central tendency as standard deviation is to: 

1. range. 
2. median. 
3. midscore. 
4. correlation coefficient. 

45.	 'In the chart as shown below, which one of the following factors is 
missing: 

, 

l. tabulation. 
2. statistical input. 
3. graphing of data. 
4. titling of data. 

Subjects 
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OBSERVATION UNIT TEST
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1.	 The three basic needs that appear in infancy are the needs for: 

1.	 love, maintenance of bodily processes, and safety. 
2.	 love, safety, and self-actualization. 
3.	 love, acceptance, and the maintenance of bodily processes. 
4.	 self-expression, anxiety, and general competence. 

2.	 It is difficult or impossible to trace behavior to any single cause, 
because: 

1.	 individuals are generally unaware of the reasons why they behave 
as they do. 

2.	 behavior is based on hypotheses and hunches. 
3.	 there is always a complex constellation or pattern of causes and 

forces behind every action. 
4.~	 a complete list of motives and forces would be very long, involved, 

and difficult to complete. 

3.	 If a pupil in your high school class blames you for his low grade and 
says you "have a grudge against him" (thus the low grade), his 
behavior may best be described as: . 

1.	 an example of projection. 
2.	 an indication of emotional disturbance. 
3.	 hysterical rationalization. 
4.	 a symptom of neurasthenia. 

4.	 When pupils become insolent, many teachers become angry and punish 
them in order "to teach them respect." Such teachers might best be 
described as: 

1.	 acting in a way to satisfy their o\~ needs. 
2.	 being unfair to the pupil. 
3.	 strict by acting in the best interests of the pupils in the long 

run. 
4.	 using overcompensation to justify their behavior. 

S.	 A rating scale or analysis grid most directly provides: 

1.	 an excellent substitute for a teacher-made test. 
2. an inadequate substitute for a standardized achievement test . 

.3. a means of putting teacher observations in quantitative forn . 
. 4. a means of eliminating most of the need for teacher observation. 



6.	 Which of the following is most likely to describe a psychological need? 

1.	 Loren needs to do better in his reading if he is to be promoted. 
2.	 Kathy needs someone her own age with whom to play. 
3.	 Jimmy needs a teacher who will really make him mind. 
4.	 Doris, a sound sleeper, needs to be awakened at least twice each 

morning. 

7.	 The conflicting results of the studies on the effects of praise and 
blame as motivational factors in pupil behavior might be best accounted 
for by the fact that: . 

1.	 a control group was not used in most of these studies 
2.	 different children react differently depending on their past ex­

perience 
3.	 the subjects were of differing ages 
4.	 rewards and punishments were different for the different groups 

8.	 The main reason children increasingly lose interest in school as they
 
grow older is probably that:
 

l~	 courses become more involved each year 
2.	 children have less need for education as they grow older 
3.	 most' of them are not capable of the things expected of them by 

teachers . 
4.	 they have become spoiled by the easy, modem way of living and 

are just too lazy to care about school 
5.	 the school is not satisfying their needs and interests 

9.	 One advantage of using sociometric measures is that: 

1.	 they provide useful health data 
2.	 they indicate IQ level 
3.	 they reveal information often not seen by the teacher 
4.	 they improve the social abilities of students 

10.	 When a test measures what its title says it measures, it is said to 
possess: 

1.	 reliability 3. validity 
2.	 nonns 4. purpose 

11.	 A teacher notes that a student has pushed a classmate in the hall. 
This is the only time she has seen this student behave in such a 
manner. Later she has to rate her pupils on "aggressiveness." This 
particular student should be rated: . 

1.	 not from a single observation 3. high
2.	 low . 4. as "probably aggressive" 



12.	 John, a student in Miss Smith's arithmetic class, obtained a very low 
score on the test. The teacher can legitimately interpret that: 

1.	 John just doesn't care 
2.	 John probably knows little arithmetic 
3.	 John forgot everything over the SlIDlIIler 
4.	 John should not have been promoted. 

13.	 Miss Adroit has a boy in her fourth-grade class who, because of polio, 
has to walk with crutches. She should: 

1.	 give him more sympathy and encouragement than the average child 
2.	 help him make use of the abilities he has 
3.	 induce--other children to sympathize with him 
4.	 give extra rewards and privileges to him 

14.	 The major problem of group learning is: 

1.	 that it doesn't always work and is impractical 
2. in getting group members to work together on a common goal 
3~ the lack of interest among students 
4.	 the length of time required for groups to function effectively 

15.	 Psychology's major contribution to education lies in: 

1.	 defining the goals for which the teacher should strive 
2.	 identifying potentially successful educational procedures 
3.	 comparing the relative effectiveness of various teaching procedures 
4.	 combatting superstitution and traditionalism in educational theory 
5.	 providing a scientific foundation for the art of teaching 

16.	 The grading of a student's progress is usually entirely: 

1.	 subjective 3. standardized 
2.	 objective 4. answers 2 and 3 

5.	 none of the above 

17.'	 If the halo effect is influencing a teacher's judgment about a pupil, 
she will: 

1.	 criticize this pupil about his academic deficiencies 
2.	 find fault with his classroom conduct 
3.	 consistently rate the pupil in a favorable manner 
4.	 not pay much attention to his actions 

18.	 The anecdotal record: 

1. is a recording device only
 
2.' is a measurement instrument of potential use
 
3.	 has been shown to be a reliable instrument 
4.	 has been found to be valid in predicting only a small number of 

perfonnances 



19.	 The value of any testing program depends on: 

1.	 the administrators of the test 
2.	 the scores made on the test 
3.	 the pse made of the test results 
4.	 the testing situation. 

20.	 One major difficulty in using a system of symbols in grading is that: 

1.	 no one agrees on its meaning 
2.	 the results of a complex procedure are summarized 
3.	 the nature of the tests used L~ assigning grades is not indicated 
4•. the symbols force the teacher to make judgments she is not pre­

pared to make. 

21.	 In general, most school systems should include in their testing pro­
grams: 

1.	 only standardized tests 
2.	 only teacher-made tests 
3. both teacher-made tests and standardized tests
 
4~ tests administered by the school's own testing bureau
 

22.	 Teachers need to ask certain questions about the behavior of students 
which they observe. Which of the following is an example of that kind 
of question? A student has answered poorly a set of questions put to 
her by the teacher: 

1.	 Could the reason for the poor answer be that Mary hasn't remembered 
the facts we studied last week? 

2.	 I wonder if she would do better with another book? 
3.	 ,Maybe Mary isn't as bright as her test scores and previous work 

indicate? 
4.	 Maybe her attitudes toward school are changing? 

23.	 All major contemporary schools of psychology agree that: 

1.	 the consequence of a given response determines whether or not it 
will be learned 

2.	 the mind has several powers or faculties 
3.	 motivation is essential to learning 
4.	 behavior occurs in response to unsatisfied needs and is oriented 

toward the attainment of goals designed to satisfy such needs 
5.	 learning takes place as a result of the interaction of the organism 

with its environment. 

24.	 One reason that children from lower-status homes sometimes have prob­

lems in schools is that:
 

1.	 as 4 group they are not as bright as other children 
2.	 their needs are not satisfied by the goals offered in school 
3.	 they do not see school the same way middle-class children do 
4.	 they find it difficult establishing satisfactory relations with 

teachers 



25.	 John has a mental age of 12 and a chronological age of 10. His IQ is: 

1.	 100 3. 120 
2.	 140 4. below 100 

26.	 When you encounter misbehavior in your classroom, which of the follow­
ing is the most useful rule to remember? 

1.	 decide beforehand what sort of treatment to use for each form of 
misbehavior and apply that treatment promptly 

2.	 always use the same fonn of discipline each time a certain type of 
misbehavior occurs 

3.	 ignore misbehavior 
4.	 investigate the causes of misbehavior 

27.	 Psychologically speaking, the development of an individual is reflec­
ted in: 

1. his emotional maturity	 3. his intellectual maturity 
2. his social maturity	 4. his physical maturity 

5.	 all of these 

28.	 According to Piaget'stheories, the rapidity with which cognitive 
development is accomplished by children depends on: 

1.	 opportunities to learn 3. both of these 
2.	 freedom from neurological defects 4. none of these 

29.	 The class activity dealing with the "swearing at the teacher" was used 
to illustrate the concept: 

1.	 divergent thinking 3. projection
2.	 causal thinking 4. behavior problem 

30.	 The teacher who wishes to establish good communications in his class­
room should: 

1.	 be sure that the students understand what he is trying to tell 
them 

2.	 listen attentively to what the students are trying to tell him 
3.	 see to it that students have opportunities to communicate with 

each other 
4.	 do all of these 

31.	 During adolescence and the middle years of childhood, children gener­
ally become more dependent emotionally on the opinions of: 

1.	 their peers and playmates 3. their teachers 
2.	 their parents 4. older children 



32.	 The first problem that must be resolved if we are to help lower-class 
children benefit from schools is that of: 

1.	 understanding their values and behaviors. 
2.	 getting them to conform to middle-class patterns of behavior. 
3.	 getting them to understand. middle-class va :) and behavior. 
4.	 providing a different curriculum for them. 

33.	 The classroom behavior of a child is best understood: 

1.'	 when we single out certain incidents and events and study them 
in isolation. 

2.	 when we refer them to a psychologist for study and diagnosis. 
3.	 when we relate what we observe to other observations we have 

made on him. 
4.	 by his parents. 

34.	 The pattems of behavior toward others that we learn during chilcL'"lood: 

1.	 tend to remain with us, to some degree, throughout our lives. 
2.	 tend to remain fixed and unchanged throughout our lives. 
~.	 are modified and tend to disappear under the impact of experience 

with playmates and peer groups. 
4.	 are modified and tend to disappear under the impact of school 

experiences. 

35.	 The roleplaying activity developed by the committees was used to: 

1.	 develop class cohesiveness 3. graphically illustrate defense 
2.	 encourage group competitiveness mechanics 

4.	 identify leaders in the class 

36.	 The only thing "objective" about "objective" tests is: 

1.	 their scoring 
2.	 the interpretation of their score 
3.	 their statistical design 
4.	 the areas of the course they are to cover 

37.	 When we describe a performance as satisfactory or unsatisfactory we 
are engaging in: 

1.	 measurement procedures 3. evaluation 
2.	 performance sampling 4. measuring 

38.	 The truest evaluation of the self-discipline of a given child is 
obtained: 

1.	 during class when the teacher is present 
2.	 dUring class when the teacher is out of the room 
3.	 on the playground 
4.	 from his behavior in a variety of unsupervised situations 
5.	 from his responses to a questionnaire or scale 



39.	 The self-concept refers to the individual's: 

1.	 concept of his worth 
2.	 concept of self-esteem 
3. attitudes toward others in relation to	 himself 
4.	 attitudes toward himself in relations to his environment 
5.	 concept of social recognition 

AD.	 A'aemocratic" classroom is less likely than an "autocratic" class­
room to result in: 

1.	 greater task orientation 3. freedom to explore ideas 
2.	 hostile and aggressive behavior 4. student involvement in 

establishing goals 

41.	 Five-year old Vickie, angry at her mother, spanks her doll to relieve 
her feelings. She is: 

1.	 projecting 3. regressing 
2.	 displacing aggression 4. rationalizing 

5.	 none of these 

42.	 The behavioral symptoms we display when we attempt to avoid anxiety are 
tenned: ' 

1.	 defense mechanisms -3. escape mechanisms 
2.	 mental mechanisms 4. all of these 

5.	 none of these 

43.	 lin AFF" is to ''plans for marriage," a5 "n Ach" is to: 

1.	 "courting and dating" 3. "plans for a home" 
2.	 "plans for college" 4. none of these 

44.	 Of the following factors in the home, which would have the greatest
 
bearing upon security and adjustment of the child?
 

1.	 the cultural status of the parents 
2.	 the psychological atmosphere of the home 
3.	 the acceptance of the home by the community 
4.	 the discipline of the home 
5.	 the orderliness of the home 

45.	 Personality tests are best used: 

1.	 under the supervision of a trained psychologist or counselor 
2.	 with every student in the classroom rather than with a select few 
3.	 by elementary teachers, rather than secondary teachers 
4.	 by teachers who are interested in finding out how emotionally 

disturbed the students are 



46.	 In order to become advocates of what society expects of them, students 
must: 

1.	 memorize the Constitution and Declaration of Independence 
2.	 conform to all the rules and regulations of the society 
3.	 accept the philosophy and principles of the society 
4.	 acquire attitudes and concepts that are compatible with what
 

is accepted in the society
 

47.	 Jimmie Smith is confronted with the problem of his gang stealing other 
kids' bicycles. What will be the basis for his decision between right 
and wrong? 

1.	 group attitudes are the most influential in decision making 
2.	 the basic concept between right and wrong will rule the decision 
3.	 the concept value of right and wrong will be determined by the 

environment 
4.	 the value of making a correct decision will be the desire for 

obtaining need satisfaction. 

48.	 With increasing age, the child must develop independence needs so that 
he, can acquire the behavior that will: 

1.	 favorably influence the people he associates with 
2.	 free him of dependency on his parents 
3.	 guide him toward success 
4.	 facilitate learning of social standards 

49.	 The modern consensus concerning the emphasis upon competition in the 
classroom is that: 

1.	 it should be discouraged because it places children in a position 
in which they have no alternative but to fail 

2.	 it should be discouraged since invariably the victory goes to the 
one who deserves it least 

3.	 it should be encouraged to promote achievement 
4.	 it should be encouraged to give children a sense of achievement 

and status 
5.	 it should be used but with full awareness of its potentially hann­

ful effect 

50.	 A person who is quite selfish thinks his classmates are very self-centered. 
He is probably: 

1-	 rationalizing 3. denying 
2.	 projecting 4. sublimating 

51-	 One of the characteristics of the authoritarian personality is: 

1-	 high intelligence 3. admiration for power 
2.	 little admiration for strength 4. sympathy 



52.	 A teaching procedure is most effective when: 

1.	 it forces the learner to learn 
2.	 it is most convenient for the teacher 
3.	 the learner can learn easily without much effort 
4.	 it requires the learner to become actively involved 

53•.	 The concept of "developmental tasks" refers to: 

1.	 learnings which are prerequisites to enrollment in the first grade 
if success in reading is expected 

2.	 learnings which the social group expects all members to master at 
a certain age 

3.	 learnings which must be completed before maturity 
4.	 learnings which depend primarily upon the maturation of inherited 

structure 
5.	 skills, the mastery of which depends almost exclusively upon 

physiological maturation 

54.	 In order to learn a response, it is most important for the learner to: 

1.	 listen to an explanation of the r~sponse carefully 
2.	 try to give the response himself 
3.	 watch the instructor perfonn the response several times 
4.	 obtain as much infonnation about the response as possible 

55.	 Parents sometimes become concerned when they hear that their children 
are taking personality tests because: 

1.	 they feel that such tests are an invasion of family history 
2.	 the tests will take up time that should be devoted to more 

rewarding activities 
3.	 they believe that teachers are not competent to administer such 

tests 
4.	 they are afraid that children's mental health may be affected 

thereby 
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