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ABSTRACT 

The purpose of this study was to ascertain the ef

fect of two methods of structuring student response modes on 

the efficacy of the lecture method of instruction in terms 

of the quality of learning. 

A review of literature on the lecture method reveals 

that the majority of research has been directed toward com

parative studies of instructional methods, the efficacy of 

the lecture method with various class sizes, student reten

tion of material and the effect of note-taking. The review 

revealed no published studies that have focused on the pos

sible effects of structuring student response modes to 

material presented by the lecture method. This lack of re

search supplied the primary impetus for the study. 

Since Combs and others have pointed out that infor

mation does not effect an individual's behavior until he has 

discovered its personal meaning for him, quality of learn

ing was measured from two directions. The first evaluation 

consisted of performance scores on a validated comprehensive 

exam that measured at the Knowledge, Comprehension, Applica

tion and Analysis levels of Bloom's taxonomy. The second 

evaluation consisted of the students' stated perceptions of 

the practical value of the course in terms of its having 

fulfilled a personal need in their lives. 

ix 
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The population included all of those University of 

Arizona students who registered for the two sections of a 

course in human development and relations in the Spring se

mester of 1973-74. There were 75 students in Section One: 

62 students in Section Two. The subjects in both sections 

were randomly assigned to the two response modes. Section 

One provided pilot data. Section Two provided the final 

study data. 

The experimental treatment consisted of a dialogue 

paper response mode that required the student to write a 

weekly, 300 word essay focusing on one specific statement of 

theory or principle that had been presented in a week's lec

tures and apply it to his personal experience. The efficacy 

of this method was compared to the objective recitation re

sponse mode which consisted of 20 minute, weekly, multiple 

choice exams covering a week's materials and requiring the 

students to understand what was being said in the lectures 

and to be able to recall the material in the test situation. 

The first hypothesis, stated in null form, that 

there would be no difference between the two groups in terms 

of their pei'formance at Bloom's taxonomy levels of Knowl

edge, Comprehension, Application and Analysis. Using an 

analysis of variance, this hypothesis was rejected at a 0.05 

level of significance. The experimental group, employing 

the dialogue paper response mode, was superior to the com

parison group employing the objective recitation response 
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mode, on over-all performance and on the subtests measuring 

Knowledge and Analysis. 

The second hypothesis, stated in null form, that 

there would be no difference between the two groups in terms 

of student satisfaction with the course. Using an analysis 

of variance, this hypothesis was accepted with alpha equal 

to 0.05. A tentative explanation of this result related to 

the highly positive evaluations of the course by both 

groups. 

From the evidence gathered in the study, it was con

cluded that the efficacy of the lecture method is affected 

by various methods of structuring student response modes. 

It was also concluded that for those subjects in this study 

the dialogue paper response mode in correlation with the 

lecture method was a more effective method of instruction 

than the lecture employing the objective recitation response 

mode. 

Recommendations included verification research and 

further study of the dialogue paper response mode in corre

lation with other instructional methods. 



CHAPTER I 

INTRODUCTION 

For most students, the university experience occurs 

at a critical period in their emotional development. The 

guidelines of the home are no longer omnipresent and the 

search for identity, morality, life purpose and occupational 

roles is in full force. It is a time of questions, doubts, 

hopes and dreams (Erikson 1968, Keniston 1970). 

If the educational process is to be complete, it 

must respond to the needs of the whole person. It must pro

vide not only technical skills but also practical wisdom. 

Combs (1972), in making this assertion goes on to say: 

The world we live in is so infinitely compli
cated that we must have a vast and continuous supply 
of well informed specialists just to keep it work
ing. It is also the most interdependent society the 
earth has ever known. We are so complete depend
ent upon the work and goodwill of other people that 
few of us could live more than a few days in isola
tion. The production of ever increasing numbers of 
intelligent persons is no longer a luxury, it is an 
absolute necessity for the kind of world we have 
created. Education, if it is to accomplish its pur
pose, must produce that kind of people... 

By intelligent behavior, I mean effective, effi
cient, problem-solving action contributing to the 
fulfillment of an individual's own and society's 
needs. A genius has been described as a "guy who 
gets into trouble for the sheer joy of getting out 
again." Problem-solving behavior is not fixed and 
predetermined. Quite the contrary, it is adaptable 
and appropriate to the demands of the circumstances 
confronted. Such behavior calls for individuals who 
are, of course well informed, but who are also 

1 
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creative, flexible, open to experience, responsible 
for themselves and others, and guided by positive 
goals and purposes.... 

Intelligent behavior is produced by successful 
experience in problem solving and calls for educa
tional experience extending far beyond the learning 
of precisely defined skills ...(p. 11, 12). 

While this is true in general it is especially so in 

those areas of applied psychology that relate to further 

understanding human development and social relationships. 

"The school beyond all else, must be considered as a place 

of education in the art and science of being a human being, 

the practice of human relations" (Montagu 1973, p. 21). 

The quality of exposure to those areas of applied 

psychology that relate to understanding human development 

and relations, is of primary importance. The ability to re

cite theory is inadequate. If the material is to have any 

practical impact for the students, they must be able to ac

curately analyze their experiences and apply the theories, 

principles and generalizations to their lives. 

The point is that no information of whatever va
riety will affect behavior until t'Ke individual has 
discovered its personal meaning for him. This law 
of learning applies to all learning, including the 

' acquisition of skills, tKe learning of scientific 
facts, or the times and places of the battles of the 
Civil War. The most objective scientist does not 
act upon his information unless he believes it is 
correct, is appropriate to the problem he is con
fronting, and fits his own personal need--all that 
is a question of personal meaning. Every teacher is 
keenly aware of how little relationship exists be
tween what the student is able to put down on 
examinations and the use of that information in free 
problem-solving situations where it is called for. 
Attempts at curriculum reform in such areas as math
ematics, science, reading, and language studies 



3 

already stress the importance of understanding prin
ciples, interrelationships, and personal application 
of knowledge ...(Combs 19 7 2, p. 21, 22). 

Michael A. McDanield (1974) puts it another way, but 

no less strongly. "... For us, then, it is clear that the 

student's ability to use a concept is and will be more im

portant than his ability to describe it" (p. 106). 

Need for the Study 

In today's world of rapid transition and knowledge 

explosion, it is perhaps more urgent than ever that the 

scope of the educational process extend beyond the primary 

objective of training students in the use of technical 

skills. It must provide them with information and perspec

tives conducive to flexible, creative encounter with the 

world of human experience. Socialization, the process of 

aculturation, can no longer be limited to training the in

dividual for assumption of the roles as they exist today. 

There must be preparation for the future with its dynamic 

uncertainty (Combs 1972). 

The quality of education is crucial. If the educa

tional process of the university is reduced to instructing 

individuals in the skills of memorization and the mastery of 

tests, both the student and the society that receives them 

will be losers. 

The question is: Do we, in this country (the 
same question could be asked in relation to any 
other country), educate? My answer is that we 
do not. We instruct. A very different thing. We 
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instruct and believe that we are educating. This 
is a confusion which has the most seriously unfor
tunate consequences; it generally leads to students 
who exhibit the evidences of inadequate education, 
in the form of intellectual rickets.... 

The confusion between education and instruction 
is so serious that it may be predicted that if we go 
on as we have been doing, in a generation or two 
there may be no one left who is able to recognize 
the difference between education and instruction. 

What is instruction? It is the process of con
veying information. It is the teaching of the three 
R's. Is it not substantially true that the larger 
number of those who pass through our so-called 
educational institutions emerge equipped with infor
mation, which has been pumped into them, but whose 
richest potentialities have remained uncultivated? 
It is quite possible to emerge from college a 
straight-A student and yet be quite uneducated, 
knowing the price of almost everything and under
standing the value of nothing, perfectly equipped 
with the means to attain a confusion of goals. Let 
us ask a simple question: Does our contemporary ed
ucation prepare us for living in the contemporary 
world? I think that the answer is obvious. Appar
ently not, else this world would not be in the 
parlous state in which it is at the present time.... 

What then is education? Education is the pro
cess of drawing out the potentialities of the 
individual for being a warm, loving human being who, 
in the same manner is then capable of contributing 
to the creative enlargement of the similar potenti
alities in others by conferring benefits upon them 
which enable them not only to live longer but to 
live more completely (Montagu 1973, p. 152-155). 

Adequate preparation for today and the future, de

mands education that emits comprehension of concepts and the 

ability to apply the concepts accurately to the real world 

of living. This is vital in the areas of applied psychology 

that deal with human development and relations. The subject 

matter deals with the dynamics of self-understanding and 

social relationships which are the foundation for emotional 
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stability and freedom from manipulation, prejudice, rigidity 

and stereotyping responses. 

Modern education must produce far more than 
persons with cognitive skills. It must produce 
humane individuals, persons who can be relied upon 
to pull their own weight in our society, who can be 
counted upon to behave responsibly and cooperative
ly. We need good citizens, free of prejudice, 
concerned about their fellow citizens, loving, car
ing fathers and mothers, persons of goodwill whose 
values and purposes are positive, feeling persons 
with wants and desires likely to motivate them to
ward positive interactions. These are the things 
that make us human. Without them we are automatons, 
fair game for whatever crowd-swaying, stimulus-
manipulating demogogue comes down the pike. The 
humane qualities are absolutely essential to our way 
of life--far more important, even, than the learning 
of reading, for example. We can 'live with a bad 
reader; a bigot is a danger to everyone (Combs 1972, 
p. 23). 

This issue of education in general presents a com

plex problem for our nation's higher educational system. 

Clark Kerr (1967), when president of the University of 

California, pointed out that during the past decade the pur

pose and role of university education has been under 

intensive attack and review. The American university system 

is confronted with the largest student populations in his

tory, a knowledge explosion that shows no sign of abatement, 

a demand by the world society for specialists and the com

plex needs of students seeking not only technical skills, 

but practical guidance as to how they and their society 

might constructively and meaningfully face the future. 

A question confronting higher education is how to 

present quality exposure in a system that contains a vast 
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quanity of students. Davies (1973) states that the lecture 

method of instruction is particularly efficient if large 

numbers of students are involved. Because introductory sur

vey courses at the university level tend to be large, the 

selection of the lecture method seemed appropriate for this 

research. 

While the lecture method has been employed for many 

years to present information, there has not been any report

ed research concerning whether or not its effectiveness is 

affected by combining it with various methods of structuring 

student modes of response to the material presented (McLeish 

1968, Davies 1973). 

McLeish (1968) and Davies (1973) have stated that 

the lecture method is the traditional method of teaching 

adults and is being used in a great number of institutions 

of higher learning. Because of this, if various methods of 

structuring student modes of response to the material pre

sented can enhance its efficacy and subsequently provide the 

students with an increased quality of exposure, there is a 

need for research in this area. 

The impetus for this study came from two directions. 

First, the increasing awareness of psychologists, educators 

and sociologists concerning the urgency of providing stu

dents with education that extends beyond recitation of facts 

and theories to providing practical wisdom as to how to live 

in today's world and tomorrow's as humane individuals. 



Second, the extensive use of the lecture method and the lack 

of research concerning whether or not the effectiveness of 

the lecture method is affected by combining it with various 

methods of structuring student response modes. 

In order to combine the various aspects of the prob

lem into a whole, several concepts were incorporated into 

the design of this study. 

A course in human development and relations was 

selected to present students with material that related di

rectly to the goal of providing them an educational 

opportunity to gain practical wisdom concerning how to live 

as humane individuals. 

The lecture method of instruction was used to pre

sent the material. Half of the students had their response 

to the material structured according to one mode: the other 

half according to another mode. 

In light of Comb's view, cited earlier in this 

chapter, that information affects human behavior only when 

it has personal meaning for the individual, the effect of 

the two student response modes on the efficacy of the lec

ture method was evaluated from two directions. 

First, the quality of learning was evaluated by an 

instrument designed to measure four of the six taxonomy 

levels defined by Bloom and associates (1956). The levels 

measured were Knowledge, Comprehension, Application and 

Analysis. The instrument used was a comprehensive exam 
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cm Adleriari theory and practice conceptualized by 

Christensen and later developed by Newlon (see Appendix C 

and D). This instrument was used because of its appropri

ateness to the goals of the course and because it was the 

only validated instrument that dealt with that material and 

measured the learning at any of Bloom's taxonomy levels. 

Second, student satisfaction, meaning their per

ceived fulfillment of a need or want, with the course was 

measured by questionnaires (see Appendix A and B). 

Statement of the Problem 

The purpose of this research was to compare two 

methods of structuring student response modes to the materi

al presented in a course on human development and relations, 

using the lecture instructional method to ascertain which 

teaching method facilitated the highest level of Knowledge, 

Comprehension, Application and Analysis as defined by Bloom 

(1956) and associates, and the effects of these teaching 

methods on student satisfaction with the course. 

Hypotheses 

The general hypotheses tested in this study were: 

1. There is no difference between the dialogue 

paper response mode and the objective recita

tion response mode in terms of student 



performance at Bloom's (1956) taxonomy levels of 

Knowledge, Comprehension, Application and 

Analysis. 

2. There is no difference between the dialogue 

paper response mode and the objective recita

tion response mode in terms of student 

satisfaction with the course. 

Assumptions Underlying the Problem 

For the purpose of this study it has been assumed 

that: 

1. The goal of the higher educational process is 

more than teaching students to recite informa

tion and theory; it seeks comprehension of the 

material and the ability to apply its principles 

accurately to the real world of living. 

2. Subjects will respond to the instruments in a 

way that is congruent with their true percep

tions . 

Limitations of the Study 

The limits of this study are as follow: 

1. There was one lecturer. Therefore, the effects 

of his personality, style of lecturing and per

sonal relationship-rapport with the subjects 

will have to be taken into account when 
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attempting to apply the results of this study to 

other instructors and situations. 

2. This is a limited comparative study of the dia

logue paper and/or objective recitation response 

modes using solely the lecture instructional 

approach. Thus there will be no evaluation made 

concerning the effectiveness of this approach 

with other instructional approaches. 

3. The focus of the lecture will be on theory con

tent, application and analysis. The goal of the 

course will be to facilitate internalization of 

the material in such a manner that it will 

modify human behavior in a practical sense. 

This will leave open the questions of whether 

the results will be relevant to courses without 

the above goal and whether the results of this 

study would be found if the focus of the lecture 

was on presentation of theory content without 

concern for application and analysis. 

4. The subjects were not selected from the general 

university population on a purely random basis. 

This limits the generalization of the research 

findings to the specific sample that was 

studied. 

5. The population will be limited to those students 

who take "Human Development and Relations" at 
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The University of Arizona in the spring session 

of 1974. The geographical and institutional 

peculiarities of this population will need to be 

taken into account in applying the results of 

this research. 

Definitions of the Terms Used 

For the purpose of this investigation the following 

terms carried the meaning specified. 

Analysis: "...the breakdown of a communication into 

its constituent elements or parts such that the relative hi

erarchy of ideas is made clear and/or the relations between 

the idea expressed are made explicit. Such analysis are in

tended to clarify the communication, to indicate how the 

communication is organized, and the way in which it manages 

to convey its effects, as well as its basis and arrangement" 

(Bloom 1956, p. 191). 

Application: "...the use of abstractions in par

ticular and concrete situations. The abstractions may be in 

the form of general ideas, rules of procedures or general

ized methods. The abstractions may also be technical 

principles, ideas and theories which must be remembered and 

applied" (Bloom 1956, p. 191). 

Comprehension: "...a type of understanding or ap

prehension such that the individual knows what is being 

communicated and can make use of the material or idea being 
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communicated without necessarily relating it to other 

material or seeing its fullest implications" (Bloom 1956, 

p. 190). 

Dialogue Paper Method; The use of weekly papers re

lating the course material to personal life experiences or 

disagreeing with the material if it does not seem valid to 

the student's experience. These papers took the place of 

tests. 

Knowledge ; "...the recall of specifics and univer-

sals, the recall of methods and processes, or the recall of 

a pattern, structure, or setting. For measurement purposes, 

the recall situation involves little more than bringing to 

mind the appropriate material" (Bloom 1956, p. 186). 

Objective Recitation Method; The use of objective 

examinations as the means of forcing the student to recall 

the concepts and principles presented in the course mate

rial. 

Perception; The way a person understands or inter

prets what is happening to him and around him; not always 

or necessarily coincident with reality. 

Student Satisfaction; The subject's stated percep

tion of having a personal need or want fulfilled by the 

course. 
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Summary 

The intent of this study has been to focus on the 

effects of two methods of structuring student response modes 

to the material of human development and relations presented 

in a lecture course. The purpose underlying this study was 

to find a teaching method that would better facilitate 

learning on the taxonomy levels of Knowledge, Comprehension, 

Application and Analysis defined by Bloom (1956) and asso

ciates . 

The hypotheses that were tested are as follow: 

1. There is no difference between the dialogue 

paper response mode and the objective recita

tion response mode in terms of student 

performance at Bloom's taxonomy levels of Knowl

edge, Comprehension, Application and Analysis. 

2. There is no difference between the dialogue 

paper response mode and the objective recita

tion response mode in terms of student 

satisfaction with the course. 

The primary underlying assumption of this study was 

that the goal of the higher educational process is more than 

teaching students to recite information and theory; it seeks 

comprehension of the material and the ability to apply its 

principles accurately to the real world of living. 



CHAPTER II 

SURVEY OF RELATED LITERATURE 

The purpose of this chapter is to survey the litera

ture that relates specifically to the problem investigated 

by this research: the effect of two methods of structuring 

student response modes to the material of a course in human 

development and relations presented by the lecture method. 

A survey of the research comparing various instructional 

methods is presented first, followed by a survey of the re

search that has dealt specifically with the lecture method. 

Comparative Research on Instructional Methods 

In the past two decades, there have been several ex

tensive investigations of the work and findings that have 

been generated from research comparing the wide variety of 

instructional methods. The conclusions of these studies 

combine to make one basic statement; there are no signifi

cant differences between the effectiveness of instructional 

methods in terms of student learning. 

In 1958, Nachman and Opochinsky concluded from their 

survey of the reported studies in instructional methods that 

due to the slackness in research design and inconsistent 
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modalities of measurement, no conclusive evidence exists 

that points to the superiority of any one instructional 

method. 

Another comprehensive analysis and investigation of 

instructional methods carried out by Wallen and Travers 

(1963) supported the conclusions of Nachman and Opochinsky. 

They made two firm conclusions. 

1. There has not been much research. In view of 
the quantity of heated debate over these issues, 
one might have expected more. 

2. Teaching methods do not seem to make much dif
ference, or to phrase it more appropriately, 
there is hardly any direct evidence to favor one 
method over another. Perhaps one should not 
have expected research to discover consistent 
differences between methods in the first place 
(Wallen and Travers 1963, p. 448, 505). 

In one of the most substantial studies reported, 

Dubin and Taveggia (1968) supported the above conclusions. 

They approached the material from two directions. First, 

they reviewed in depth 17 reviews of research in instruc

tional methods that spanned the past 50 years. Second, they 

chose to study the actual data contained in the individual 

comparative studies rather than rely on the conclusions of

fered by the researchers who carried them out. They found 

that, due to the limitations of the original studies, the 

inconsistency of measurement methods these original studies 

employed and the lack of comparable learning objectives, no 

significant differences between instructional methods have 

been conclusively shown. 



16 

Davies (1973), after reviewing the respective re

search findings generated concerning the lecture method, 

lesson-demonstration method, tutorials, role-playing, case 

studies, games brain-storming, programmed learning and 

computer-assisted instruction, independent study methods, 

leaderless groups and sensitivity training methods, conclud

ed that, in general terms, there are no discernible 

differences between different teaching strategies from the 

point of view of realizing cognitive objectives. 

Summarizing the major trends in the research 

literature, Davies (1973) suggested that the following 

generalizations could be drawn from the data. 

1. Cognitive objectives. All teaching strategies 
can be employed to realize cognitive objectives. 
However, 

(a) Low-order cognitive objectives can best 
be realized by lectures, lesson demon
strations, programmed-learning and 
computer-assisted instruction; 

(b) High-order cognitive objectives can be 
realized by all teaching methods. 

2. Affective objectives. All teaching strategies 
except, apparently, gaming, can be employed to 
realize affective objectives. 
However, 

(a) Low-order affective objectives can be 
realized by all teaching strategies; 

(b) High-order affective objectives can best 
be realized by group discussions, tu
torials, role-playing, case studies, 
brain-storming, computer-assisted in
struction, independent study, leaderless 
groups and sensitivity training methods 
(p. 175-176). 

Hartley (Davies and Hartley 1972) suggested that the 

comparison study is a strategy which is wasteful in terms of 
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effort and resources. He agrees with Levy that "If two or 

more systems can be evaluated on the same scales and judged 

by the same criterion, then the systems are not sufficiently 

distinct to be worthy of (a comparison) study" (Levy 1969, 

p. 107). 

Hartly concludes by suggesting that experiments are 

needed to determine what factors make methods effective, and 

how these methods can be improved. The purpose of this re

search conformed to this suggestion. It studied the effect 

of two methods of structuring student response modes to the 

material presented in a course on human development and 

relations using the lecture instructional method. 

Research on the Lecture Method 

In any discussion of the lecture method, McLeish 

(1968) points out that a distinction must be made be

tween the lecture method and the lecture system. The former 

refers to the use of lectures to present facts, concepts and 

information to the students; the latter refers to the com

pulsory daily lectures unleavened by tutorial discussion, 

seminars, workshops, etc. Lectures may cover the spectrum 

from instructor based monologues to instructor-student dia

logues on the material being presented. What distinguishes 

the lecture method from other instructional methods is that 

the lecture is the primary structure of presentation and all 
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dialogue or discussion is between the instructor and the 

student and is related directly to the lecture material. 

Research on the lecture method can be categorized 

into these four general areas: retention, note-taking, size 

of group and over all effectiveness. These will be present

ed in turn below. 

Retention: The lecture method and student retention 

of the presented material has been the focus of several 

studies. However, the results that were reported are often 

nebulous or contradictory. Two studies will be presented 

here. 

The first compared the group-discussion method of 

instruction with the lecture-demonstration method in a phys

ical science course designed for general education college 

students. Ward (1956) found an interaction between reten

tion and student ability. When a lecture method was used 

with adult students of lower ability, greater immediate re

call and later retention of understanding type material was 

found. When the discussion method was used with adult stu

dents of higher ability, greater retention of understanding 

type material was found. The adult students of higher abil

ity performed equally well on tests of immediate recall 

irrespective of the instructional method to which they were 

exposed. 
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The second research used fourth and sixth year 

architecture students at Northern Polytechic in Britian. 

McLeish (1966) found immediate recall of up to 40 percent 

of the lecture material, but this fell to some 15 to 20 

percent when tested a week later. Although there were no 

significant differences, motivated students tended to per

form better than unmotivated students. 

Note-talcing; Hartley and Cameron (1967) in an at

tempt to verify the findings of McLeish (1966) about student 

retention of lecture materials, compared the notes taken by 

students during a lecture with what the lecturer had actu

ally said. The material in a transcript of the lecture was 

divided into "informal units" by the researchers. The 

students wrote down approximately one-third of what the lec

turer had presented. Compared to a set of "ideal notes" 

prepared by the instructor, the students' notes agreed in 

content about 70 percent during the first ten minutes of the 

class session, to 20 percent by the last ten minutes. 

In their analysis of the data, the researchers con

cluded that the students did not regard the lecture 

primarily as a source of detailed factual information but as 

a means of providing them with a framework of ideas and 

theory, into which they could later fit material obtained by 

independent study. 
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In an earlier study, two groups of students were 

compared on the basis of methods of note-taking (Eisner and 

Rohde, 1959). One group took notes during the class and the 

other wrote out summary notes after the lecture. They test

ed immediate as well as delayed recall. The researchers 

felt that their results demonstrated conclusively that note-

taking made virtually no difference. 

Another study by Freyberg (1965) supported the find

ing concerning the lack of importance of note-taking. He 

found that students who did not take notes at all but merely 

listened to a lecture, did better on immediate recall than 

did groups who took detailed or outline notes. The students 

who had not taken notes still exhibited better recall after ' 

a two weeks lapse than those who had. 

The conclusion that could be made from these studies 

is that note-taking, as such, has little if any effect on 

the efficacy of the lecture method. In any case, note-

taking doesn't seem to facilitate its effectiveness. 

Size of Class: In attempting to ascertain the opti

mum size of group for lecture purposes, most studies 

indicate that students tend to remember as much and use the 

knowledge as well in large classes as they do in small 

classes. Overall, however, students strongly prefer smaller 

classes. 

Churchill and John (1958) compared small lecture-

discussion groups with a large lecture class where 
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instruction in mathematics was supplemented by a laboratory 

course taught by teaching assistants. The two groups did 

equally well on a multiple choice test and an essay test 

that was used for evaluation. A real weakness in this study 

is that the instruments used for evaluation were also used 

for class grades. The influence of outside study was not 

controlled which raises serious questions concerning the 

validity of the findings. 

In another often referred to study, deCecco (1964) 

studied 18 course groups ranging in size from 18 to 127 

students. The course was an introduction to psychology. 

The students were randomly assigned to the various groups 

and evaluated throughout the duration of the course in terms 

of logical thinking and information acquisition. The re

sults indicated no differences between the large and small 

groups. Here again, there was no control of outside study 

so the findings are suggestive but not conclusive. 

Over All Effectiveness: Davies (1973) in reviewing 

the literature on the lecture method of instruction presents 

the following generalizations about the findings. 

1. Lectures can be successfully used to realize 
lower-order cognitive objectives, and the method 
is particularly efficient if large numbers of 
students are involved. 

2. Lectures can be successfully used to realize the 
very highest order of cognitive objectives, by 
providing new views and organizations of knowl
edge . 

3. Lectures can be successfully used to realize af
fective objectives (but only if the method is 
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occasionally employed and handled in a skillful 
and sensitive manner), such as when a lecturer 
inspires an audience with his own enthusiasm and 
captures their imagination (p. 164). 

This researcher is not qualified to challenge the 

above generalizations but based on his review of the litera

ture, he is hesitant to support them without reservations. 

As McLeish (1968, p. 32-48) has pointed out, much of the 

research lacks adequate design and control. Many have over

looked such basic factors as randomization of subjects, 

control for outside study on the part of the students and 

comparable measures of the quality of learning generated. 

With the singular exception of McLeish, who did his original 

study in 1966 and repeated it in 1967, the researcher was 

unable to find any reports of verification research. 

Davies' generalizations place the findings of research on 

the lecture method into the framework of the taxonomy levels 

developed by Bloom (1956) and associates. This imposes on 

the original studies a modality of evaluation that they did 

not have. The difficulty of symatic equivalency would seem 

to pose a serious question concerning the validity of such 

post-hoc procedures. 

In his review of the literature on the lecture 

method and his review of the reviews of that literature pub

lished by Dubin and Taveggia (1968), McLeish (1968), and 

Davies (1973), the researcher found no reference to any 
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study of the effect of structuring student response modes to 

material presented by the lecture method. 

In view of the suggestion cited earlier in this 

chapter by Hartley (Davies and Hartley 1972) that experi

ments are needed to determine what factors make methods 

effective and how these methods can be improved, the efforts 

expended in the area of this research seem warrented. 

Summary 

This review of literature presented a survey of the 

literature that related specifically to the problem investi

gated in this research: the effect of two methods of 

structuring student response modes to the material of a 

course in human development and relations presented by the 

lecture method. 

The survey was presented in two major sections: com

parative research on instructional methods and research that 

has dealt specifically with the lecture method. 

The survey of the research comparing the various in

structional methods suggested one general conclusion; there 

has been no conclusive evidence that any instructional 

method is more effective than any other. 

The survey of the research that dealt specifically 

with the lecture method generated three general conclusions. 

First, the published studies are seriously undermined by 

lack of adequate designs, controls, and verification 
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research. Any findings they offered had to be regarded as 

merely being suggestive, not conclusive. 

Second, the lecture method can be an effecient mode 

of instructing a large number of students. It can also be 

used successfully to realize both low and high cognitive ob

jectives as well as affective objectives, as defined by 

Bloom (1956). 

Third, there are no published studies that have 

focused on the possible effects of structuring student re

sponse modes to material presented by the lecture method. 



CHAPTER III 

METHODS 

This chapter will include a description of the sam

ple and the procedure by which they were selected. The 

design of this research will be presented and the instru

ments will be described. Data analysis methods will be 

discussed. 

Selection of Subjects 

The subjects employed in this research consisted of 

those University of Arizona students who registered for the 

two sections of H. Ec. 17, "Human Development and Relations" 

in the spring semester 1973-74. There were 75 students in 

Section One and 62 students in Section Two, totaling 137. 

Both groups had similar and basically equal distri

butions of freshmen, sophomores, juniors and seniors. 

Approximately one-half of the students in both sections were 

required to take the course. Both sections had predominate

ly female subjects (see Table 1). 

One-third of the students were majoring in the var

ious fields of Home Economics. Another third were majoring 

in Nursing. The remaining third represented a wide spectrum 

of majors being offered by the University. 
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TABLE 1 

THE SAMPLE POPULATION 

Section One Section Two 

DP* OR** DP OR 

Freshmen 9 11 7 8 

Sophomores 10 9 9 7 

Juniors 8 10 8 9 

Seniors 10 8 7 7 

Course Required 16 18 16 17 

Course Elective 21 20 15 14 

Male 2 2 3 1 

Female 35 36 28 30 

* Dialogue Paper Response Mode Group 
** Objective Recitation Response Mode Group 

to 
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Student anonymity was protected by grouping the 

data, randomization and not using student names in reporting 

the results. 

Design of the Study 

"Human Development and Relations" was taught in two 

sections. In order to allow comparative analysis of the 

data of both sections, the respective population sizes were 

kept similar. Section One was used for a Pilot Study. 

Section Two was employed for the final research data. 

On the first day of the semester, the students en

rolled in both sections were divided into two groups by the 

randomization method described by Glass and Stanley (1970, 

p. 213) using the table of random digits listed in Appendix 

A of their text. With this method, randomization of the 

sample was assured. 

The first group, termed the experimental group, had 

their response to the course material structured according 

to the dialogue paper response mode, which consisted of 300 

word essay papers that focused on a week's lecture material. 

One paper per week was required. Other than the lecture 

material (for the Course Outline, see Appendix E), no extra 

assignments were given. In the essay, the student was re

quired to focus on one specific statement of theory or 

principle that had been presented and apply it to his real 

world of living. He was allowed to relate the statement or 
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principle to his personal belief or experience if it sup

ported or enlightened them, or he was allowed to question 

its validity or accuracy in relationship to his personal be

lief or experience if he felt that it did not fit. 

Whichever position he took had to reflect clarity of thought 

and accuracy of understanding concerning the lecture mate

rial and its implications. Evaluations were based on 

adherence to these guidelines. 

The experimental group was assigned their first dia

logue paper the first week of the semester. This was due on 

the Friday of the second week and covered the lecture mate

rial presented in the first week. For the duration of the 

semester, there was a week lapse between the presentation of 

the material and the paper relating to that material. The 

papers were always due on the Friday of each week and re

turned the following Monday in order to keep the feedback 

as immediate as possible. The semester grade was based on 

the best ten of the 13 papers submitted. 

The second group, termed the comparison group, had 

their response to the material structured according to the 

objective recitation mode which consisted of 20 minute, 

weekly multiple-choice exams administered each Friday during 

the last half of the class session. The exams covered a 

week's material. Other than the lecture material, no extra 

assignments were given. Individual test scores were evalu

ated by rank scale based on the highest score made by a 



29 

member of the class. The student was not required to apply 

the material to new situations or see its fullest implica

tions. The demands on the student were to understand what 

was being said in the lecture and to be able to recall the 

material in the test situation. 

The comparison group was administered their first 

objective recitation exam on the Friday of the second week 

of the semester. The exam covered the lecture material pre

sented in the first week. For the duration of the semester, 

there was a week lapse between the presentation of the mate

rial and the exam covering it. 

The exams were always administered on the Friday of 

each week and returned to the students the following Monday ' 

in order to keep the feedback as immediate as possible. The 

semester grade was based on the ten best scores of the 13 

exams given. 

Because Page (1958) found that students receiving 

individualized written comments from their teacher on their 

work achieved higher scores than those who received non-

personal comments or simply letter grades, the instructor 

made individualized, constructive comments on each exam and 

dialogue paper. 

Both groups received identical lecture material. 

Neither group was allowed extra credit work such as term 

papers, book reports, etc. This was to eliminate any such 

extraneous variables from entering into the study results. 
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In the second week of the semester, both groups, in 

both sections, were administered a questionnaire on their 

expectations concerning the course. 

The Pilot Section was taught Adlerian theory for the 

first eight weeks of the semester. At the end of the eighth 

week, they were administered the Christensen-Newlon Compre

hensive Exam covering all of the material presented in 

lecture. This exam measures understanding of Adlerian 

theory at Bloom's taxonomy levels: Knowledge, Comprehension, 

Application and Analysis (Newlon 1972). 

The Study Section was taught Adlerian theory from 

the sixth through the thirteenth week of the semester. At 

the end of the thirteenth week, they were administered the 

Christensen-Newlon Comprehensive Exam. 

In the fifteenth week of the semester, all of the 

subjects in both sections were administered a questionnaire 

on their satisfaction concerning the value of the course and 

its effects on their lives. 

Instruments 

The first two instruments used in this research were 

created by the researcher with the guidance of his doctoral 

committee. 

The Questionnaire on Student Expectations consisted 

of 35 statements to which the subjects responded by strongly 

agreeing, moderately agreeing, moderately disagreeing or 
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strongly disagreeing (see Appendix A). The purpose of this 

instrument was to gain information concerning the subject's 

attitudes toward the course in particular and university ed

ucation in general. 

The instrument focused on eight areas. The first, 

statements one through nine, focused on personal growth. 

The second, statements ten through 12, focused on whether 

the subjects were interested in people, theory and/or cur

rent practices. The third, statements 13-15, focused on 

their expectations concerning the practical value of the 

course in terms of people, theory and current practices. 

The fourth, statements 16-18, focused on the subject's ex

pectations of the instructor. The fifth, statements 19-20, 

focused on their attitudes toward instructor-student respon

sibility. The sixth, statements 21-25, focused on their 

expectations concerning the impact and value of the course 

on their lives. The seventh, statements 26-29, focused on 

the subject's expectations of the impact and value of the 

university program on their lives. The eighth, statements 

30-35, focused on their approach to the educational experi

ence in general. 

The Questionnaire on Student Course Evaluation con

sisted of 31 statements (see Appendix B). The first 29 were 

identical to the first 29 of the Questionnaire on Student 

Expectations with a changing from the future tense. State

ments 30 and 31 focused on their evaluation of and 
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satisfaction with the respective ways that they were forced 

to respond to the class material. 

It is important to note that the purpose of the 

questionnaires was to provide the researcher with general 

information concerning the subject's expectation for and 

evaluation of the course in the respective areas. They 

were developed to help control extraneous intervening 

variables and to provide some measure of student satisfac

tion. 

Christensen - Newlon Comprehensive Exam 

Christensen (1969) articulated an Education Model 

based on the Adlerian theory of human development and re

lations for the purpose of actively involving the elementary 

classroom teacher in counseling and guidance training. 

Newlon (1972) constructed and validated two instruments 

based on the Education Model which measured (1) the stu

dent's understanding of the theoritical concepts in the 

model and (2) the student's ability to apply those theo

retical concepts to simulated classroom situations. 

The first instrument, the Behavior Concepts Inven

tory, which measures the student's understanding of the 

theoretical concepts in the Education Model, consists of 50 

items (see Appendix C). The inventory is divided into five 

educational objective subtests: 
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1. School and society 

2. Understanding human behavior 

3. Goals of child rearing and education 

4. Democratic techniques of classroom management 

5. Interaction of the teacher-parent-counselor team 

Within each educational objective subtest, the in

ventory is also divided into items which measure at two of 

the taxonomy levels defined by Bloom (1956) and associates; 

(1) Knowledge and (2) Comprehension. 

The second instrument, the Inventory of Selected 

Student Behaviors, which measures the student's ability to 

apply those theoretical concepts to simulated classroom 

situations, consists of 50 items (see Appendix D). The 

inventory is divided into four educational objective 

subtests: 

1. Understanding human behavior 

2. Goals of child rearing and education 

3. Democratic techniques of child management 

4. Interaction of the teacher-parent-counselor team 

Within each educational objective subtest the in

ventory is also divided into items which measure at two of 

the taxonomy levels defined by Bloom (1956) and associates: 

(1) Application and (2) Analysis. 

In this study Adlerian theory and practice was pre

sented using a course outline similar to the one used by 

Newlon (see Appendix E). Primary emphasis was placed on: 
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1. School and society 

2. Understanding human behavior 

3. Goals of child rearing and education 

4. Democratic techniques of child management 

Democratic techniques of classroom management and 

interaction of the teacher-parent-counselor team received 

minor emphasis because of the time limitation and because 

they are logical projections from the four that received 

primary emphasis. 

The Behavior Concepts Inventory and the Inventory 

of Selected Student Behaviors were both administered and 

in combination are referred to in this study as the 

Christensen - Newlon Comprehensive Exam. This exam was 

selected for this research because (1) its subject matter 

was consistent with the material presented in a course on 

human development and relations and (2) it measures student 

learning at four of the taxonomy levels defined by Bloom 

(1956) and associates: Knowledge, Comprehension, Applica

tion and Analysis. 

Method of Data Analysis 

The first hypothesis tested in this research was 

that there is no difference between the dialogue paper re

sponse mode and the objective recitation mode in terms of 

student performance at Bloom's taxonomy levels of Knowledge, 

Comprehension, Application and Analysis. 
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The one-way analysis of variance model described by 

Downie and Heath (1974) was used to evaluate the data. The 

primary reasons for selecting analysis of variance are that 

it (1) is a powerful test and (2) is robust in respect to 

its basic assumptions (Downie and Heath 1974). In all of 

the statistical tests in this study, the 0.05 level of sig

nificance was used as the standard for acceptance or 

rejection of the hypothesis. 

In order to verify Hypothesis 1, analysis of var

iance was conducted comparing the groups on: 

1. Their mean composite scores on the Christensen -

Newlon Comprehensive Exam. 

2. Their mean scores on the subtest measuring 

Knowledge. 

3. Their mean scores on the subtest measuring 

Comprehension. 

4. Their mean scores on the subtest measuring 

Application. 

5. Their mean scores on the subtest measuring 

Analysis. 

In order to provide additional information for more 

accurate interpretation of the results, the above procedure 

was also applied to the data of the Pilot Study and an 

analysis of variance was used to compare the Pilot Section 

and the Study Section on their mean composite scores. 
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The second hypothesis tested in this research was 

that there is no difference between the dialogue paper re

sponse mode and the objective recitation response mode in 

in terms of student satisfaction with the course. 

In order to verify Hypothesis 2, the following seven 

comparisons were run: 

1. An analysis of Change Scores using the course 

expectation scores on statements 1-29 as the 

pre-test and the course evaluation scores on 

statements 1-29 as the post-test. 

2. An analysis of variance on the subjects' com

posite scores on the course evaluation 

statements 1-29. 

3. Wilcoxon's Matched-Pairs Signed-Rank Test on the 

course evaluation statements 1-29. 

4. An analysis of variance on the subjects' 

responses to the course evaluation statement 1. 

5. An analysis of variance on the subjects' 

responses to the course evaluation statement 25. 

6. An analysis of variance on the subject's 

responses to the course evaluation statement 30. 

7. An analysis of variance on the subjects' 

responses to the course evaluation statement 31. 

The Wilcoxon's Matched-Pairs Signed-Rank Test is not 

as powerful as analysis of variance but it measures whether 
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either group has a significantly greater number of positive 

scores (Downie and Heath 1974). This was considered to be 

valuable information to this research. 

In this chapter, a description of the sample and 

the procedure by which they were selected was presented. 

The design of this research and the instruments were de

scribed. Data analysis methods were discussed. 



CHAPTER IV 

RESULTS 

The purpose of this chapter is to present the re

sults of the testing of the two hypotheses and to present 

additional findings that might amplify the interpretation of 

these results. The findings for the two hypotheses will be 

presented in the same order as they are listed in Chapter 1. 

Primary Interests 

Hypothesis 1, that there will be no difference be

tween the dialogue paper response mode and the objective 

recitation response mode in terms of student performance at 

Bloom's taxonomy levels of Knowledge, Comprehension, Appli

cation and Analysis, is rejected at the 0.05 level of 

significance. One-way analysis of variance of the mean com

posite scores of the experimental and comparison group 

produced an F = 5.05. This exceeds the 0.05 level of sig

nificance and indicates that the two populations do not 

produce identical mean performance scores. The experimental 

group, with a mean score of 63.45, was superior to the com

parison group which had a mean score of 58.39. The 

statistical findings are presented in Table 2. 

Comparing the two groups on each of the four tax

onomy levels generated the following results. 

38 
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TABLE 2 

ANOVA MEAN COMPOSITE SCORES" 
STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean composite score on the Christensen-
Newlon Comprehensive Exam. 

Statistical hypothesis: 

Ho: :>P =^0R 

Ha: H not true 
A 0 

Test statistic: 

MS 
F = B where B = Between group 

MS 
W W = Within group 

Decision rule: The null hypothesis may be rejected at 
a ̂ .05 if F ~S:4.00 or at CL ^.01 if F^7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 396.80 396.80 5.05 .05 

Error(within) 60 4717.04 78.62 

Total 61 5113.84 

Decision: The null hypothesis may be rejected at & = .05. 

Conelusiori: The DP group, with a mean score, of 63.45, was 
superior in performance to the OR group which had a mean 
score of 58.39. 

* The format for the ANOVA (Analysis of Variance) tables 
appearing in this manuscript was modeled in a statistics 
text by Dr. Sarah Dinham, The University of Arizona, College 
of Education, not yet published. 
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Analysis of variance of the mean scores of the two 

groups on the subtest measuring Knowledge produced an 

F = 4.17. This exceeds the 0.05 level of significance and 

indicates that the two populations do not produce identical 

performance means at the Knowledge level. The experimental 

group, with a mean score of 12.06, was superior to the com

parison group which had a mean score of 10.77. The statis

tical findings are presented in Table 3. 

Analysis of variance of the mean scores of the two 

groups on the subtest measuring Comprehension produced an 

F = 1.23 which is not large enough to meet the 0.05 level 

of significance. This indicates that the two populations do 

not produce significantly different performance means at the 

Comprehension level. However, the experimental group, with 

a mean score of 18.23, performed better than the comparison 

group which had a mean score of 17.23. The statistical 

findings are presented in Table 4. 

Analysis of variance of the mean scores of the two 

groups on the subtest measuring Application produced an 

F = 2.33. This is not large enough to meet the 0.05 level 

of significance and indicated that the two populations do 

not produce significantly different performance means at the 

Application level. The experimental group, with a mean 

score of 14.90, performed better than the comparison group 

which had a mean score of 13.90, The statistical findings 

are presented in Table 5. 
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TABLE 3 

ANOVA MEAN PERFORMANCE SCORES 
STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING KNOWLEDGE 

Research hypothesis; Populations receiving treatments DP, 
OR differ in their mean performance on the subtest measuring 
Knowledge. 

Statistical hypothesis; 

H0: ̂ DP =/oR 

Ha; HQ not true 

Test statistic; 

MS F = B where B = Between group 
MSW W = Within group 

Decision rule; The null hypothesis may be reiected at 
a ̂r.C5 if F ̂ 4.00 or at .01 if F 2 7.08 (df=l,60) . 

Computations; 

Source of 
Variance df SS MS F P 

Treatments(between) 1 25.79 25.79 4.17 .05 

Error(within) 60 371.29 6.19 

Total 61 397.08 

Decision; The null hypothesis may be rejected at Oi = .05. 

Conclusion; The two populations do not produce identical 
mean perfromance scores. Since the mean score of the DP 
group was 12.06 and the mean score of the OR group was 
10.77, the DP group's performance was superior to that of 
the OR group at the .05 level. 
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TABLE 4 

ANOVA MEAN PERFORMANCE SCORES 
STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING COMPREHENSION 

Research hypothesis; Populations receiving treatments DP, 
OR differ in theirmean performance scores on the subtest 
measuring Comprehension. 

Statistical hypothesis; 

HA; HQ not true 

Test statistic; 

F = B where B = Between group 
MSW W = Within group 

Decision rule; The null hypothesis may be rejected at 
.05 if F S: 4.00 or at tt ^ .01 if F ̂ 7.08 (df=l,60). 

Computations; 

Source of 
Variance df SS MS F P 

Treatments(between) 1 15.50 15.50 1.23 .05 

Error(within) 60 758.84 12.65 

Total 61 774.34 

Decision: The null hypothesis may not be rejected at 
<t= .05. 

Conclusion; The two populations do not produce signifi-
cantly different performance means on the subtest measuring 
Comprehension. However, the DP group, with a mean score of 
18.23, performed better than the OR group which had a mean 
score of 17.23. 
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TABLE 5 

ANOVA MEAN PERFORMANCE SCORES 
STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING APPLICATION 

Research hypothesis: Populations receiving treatments DP, 
"0TT differ "in 'their mean perfromance scores on the subtest 
measuring Application. 

Statistical hypothesis: 

V JJ~ DP =>^)R 

H^: HQ not true 

Test statistic: 

F = B where B = Between group 

W W = Within group 

Decision rule: The null hypothesis may be rejected at 
ol ̂ .05 iFTT"^ 4.00 or at .01 if F ^7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 15.5 15.5 2.33 .05 

Error(within) 60 399.42 6.66 

Total 61 414.92 

Decision: The null hypothesis may not be rejected at 
.05. 

Conclusion: The two populations do not produce signifi-
cantly different performances on the subtest measuring 
Application. However, the DP group, with a mean score of 
14.90, performed better than the OR group which had a mean 
score of 13.90. 
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Analysis of variance of the mean scores of the two 

groups on the subtest measuring Analysis produced an 

F = 5.68. This exceeds the 0.05 level of significance and 

indicates that the two populations do not produce identical 

performance means at the Analysis level. The experimental 

group with a mean score of 18.26 was superior to the compar

ison group which had a mean score of 16.48. The statistical 

findings are presented in Table 6. 

Although the experimental group performed better 

than the comparison group on all levels of the Comprehensive 

Exam, the difference between the two was not significant on 

the Comprehension and Application taxonomy levels. 

Hypothesis 2, that there is no difference between 

the dialogue paper response mode and the objective recita

tion response mode in terms of student satisfaction with the 

course was accepted. 

Analysis of variance using the Course Expectation 

Questionnaire scores on statements 1-29 as the pre-test and 

the Course Evaluation Questionnaire scores on statements 

1-29 as the post-test, produced an F = .785 which is not 

large enough to meet the 0.05 level of significance. This 

indicates that the two populations do not produce signifi

cantly different means in terms of change from their stated 

expectations for the course and subsequent evaluation of it. 

The experimental group had a mean change score of 4.94 in a 

positive direction. The comparison group had a mean change 



TABLE 6 

ANOVA MEAN PERFORMANCE SCORES 
STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING ANALYSIS 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their""mean performance scores on the subtest 
measuring Analysis. 

Statistical hypothesis: 

H0: ̂ DP "/OR 

Ha: HQ not true 

Test statistic : 

MS 
F B where B = Between group 

W W = Within group 

Decision rule: The null hypothesis may be rejected at 
CL ̂  . 05™IT~F^ 4.00 or at OL ̂  .01 of F 7.08 (df=l,60) . 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 49.02 49.02 5.68 .05 

Error(within) 60 517.68 8.63 

Total 61 566.70 

Decision: The null hypothesis may be rejected at CL = .05. 

Conelusion: The two populations do not produce identical 
mean performance scores. Since the mean score for the DP 
group was 18.26 and the mean score for the OR group was 
16.48, the DP group's performance was superior. 
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score of 3.29 in a positive direction. The statistical 

findings are presented in Table 7. 

Analysis of variance of the mean composite scores 

on the Course Evaluation Questionnaire statements 1-29 pro

duced an F = .039 which is not large enough to meet the 0.05 

level of significance. This indicates that the two popu

lations do not produce significantly different means in 

terms of their evaluation of the course. The experimental 

group, with a mean composite score of 83.29, was superior to 

the comparison group which had a mean composite score of 

81.71. The statistical findings are presented in Table 8. 

Wilcoxon's Matched-Pairs Signed-Rank test on the 

Course Evaluation Questionnaire statements 1-29, produced 

a z = 1.93. This exceeds both the 0.05 and 0.03 level of 

significance and indicates that the experimental group made 

significantly greater positive mean responses to the state

ments than did the comparison group. The statistical find

ings are presented in Table 9. 

Comparing the two groups' responses to key Question

naire statements, generated the following results. 

Analysis of variance on the two groups' responses to 

the Course Evaluation Questionnaire statement 1, the theo

ries and concepts taught iii this course have provided me 

with personal insight and knowledge concerning my emotional 

make-up and mode of coping with life situations and social 

realtionships, produced an F = .417. This is not large 
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TABLE 7 

ANOVA MEAN CHANGE SCORES 
STUDY SECTION 

COURSE EXPECTATIONS AND EVALUATION QUESTIONNAIRE 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean change scores based on their Course 
Expectations Questionnaire and their Course Evaluation 
Questionnaire. 

Statistical hypothesis: 

VA DP 

H^: H0 not true 

Test statistic: 

F = B where B = Between group 
MSW W = Within group 

Decision rule: The null hypothesis may be rejected at 
CLSS.05 iF~F~S:7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 41.949 41.949 .785 .05 

Error(within) 60 3208.261 53.471 

Total 61 3250.210 

Decision: The null hypothesis may not be rejected at 
<J-> = .05. 

Conclusion: The two populations do not produce significant-
ly different change score means. The DP group had a mean 
change score of 4.94 in a positive direction. The OR group 
had a mean change score of 3.29 in a positive direction. 
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TABLE 8 

ANOVA MEAN COMPOSITE RESPONSE SCORES 
STUDY SECTION 

COURSE EVALUATION QUESTIONNAIRE STATEMENTS 1-29 

Research hypothesis: Populations receiving treatments DP, 
OR differ in theirmean composite response scores on the 
Course Evaluation Questionnaire statements 1-29. 

Statistical hypothesis: 

H0: /SP T^or 

HA: H0 NOT TRUE 

Test statistic: 

MS 
F = B where B = Between group 

MS 
W W = Within group 

Decision rule: The null hypothesis may be re-jected at 
.0!) iFT"^4.00 or at a ̂  .01 if F ̂ 7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 38.72 38.72 .039 .05 

Error(within) 60 59191.78 986.53 

Total 61 59230.50 

Decision: The null hypothesis may not be rejected at 
a= .05. 

Conelusion: The two populations do not produce significant-
ly different mean composite response scores on the Course 
Evaluation Questionnaire statements 1-29. The DP group, 
with a mean composite score of 83.29, was better than the OR 
group which had a mean composite score of 81.71. 



TABLE 9 

WILCOXON'S MATCHED-PAIRS SIGNED-RANKS TEST 
STUDY SECTION 

MEAN COMPOSITE SCORES 
COURSE EVALUATION QUESTIONNAIRE STATEMENTS 1-29 

T = 217.5 

ST= 46.247 

T = 128.5 

z = 193 > .03 
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enough to meet the 0.05 level of significance and indicates 

that the two populations do not produce significantly dif

ferent mean responses to the statement. The experimental 

group with a mean response of 3.52 was more positive than 

the comparison group with a mean response of 3.42. Both 

groups' mean responses exceeded the mean score of 3.0 that 

would have resulted if they had all moderately agreed with 

the statement. The statistical findings are presented in 

Table 10. 

Analysis of variance on the two groups' responses to 

the Course Evaluation Questionnaire statement 25, this 

course should be required for all university students, pro

duced an F = 4.59. This exceeds the 0.05 level of signifi- • 

cance and indicates that the two populations do not produce 

identical mean responses to the statement. The experimental 

group with a mean response of 2.77 was more positive than 

the comparison group with a mean response of 2.23. Both 

groups' mean responses exceeded the mean score value of 2.0 

that would have resulted if they had all moderately dis

agreed with the statement. The statistical findings are 

presented in Table 11. 

Analysis of variance on the two groups' responses to 

the Course Evaluation Questionnaire statement 30, the way 

that I am required to approach the material of this course 

is conducive to better understanding myself and others, pro

duced an F = .895. This is not large enough to meet the 
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TABLE 10 

ANOVA MEAN RESPONSE SCORES 
STUDY SECTION 

COURSE EVALUATION QUESTIONNAIRE STATEMENT 1 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean responses to the Course Evaluation 
Questionnaire statement 1. 

Statistical hypothesis; 

Ho ;  ADP T^R 

H. : H not true 
A 0 

Test statistic: 

F = B where B = Between group 

MSW W = Within group 

Decision rule; The null hypothesis may be rejected at 
08, -S.03 if 4.00 or attt^.01 if 7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 .148 .148 .417 .05 

Error(within) 60 21.292 .3549 

Total 61 21.440 

Decision; The null hypothesis may not be rejected at 
cL= . 05. 

Conclusions: The two populations do not produce significant-
ly different mean responses to the Course Evaluation 
Questionnaire statement 1. The DP group, with a mean re
sponse of 3.52, was more positive than the OR group which 
had a mean response of 3.42. Both groups' mean responses 
exceeded the mean score of 3.0 that would have resulted if 
they had all moderately agreed with the statement. 



TABLE 11 

ANOVA MEAN RESPONSE SCORES 
STUDY SECTION 

COURSE EVALUATION QUESTIONNAIRE STATEMENT 25 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean responses to Course Evaluation 
Questionnaire statement 25. 

Statistical hypothesis; 

H0: F1DP 7^5R 

Ha: Hq not true 

Test statistic: 

MS 
F - B where B = Between group 

MS 
W W = Within group 

Decision rule: The null hypothesis may be rejected at 
4.00 or ata ̂  .01 if F ̂  7.08 (df=l,60) . 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 

Error(within) 60 

Total 61 

4.66 4.66 4.59 .05 

60.84 1.014 

65.50 

Decision: The null hypothesis may be rejected at CL = .05. 

Conclusion: The two populations do not produce identical 
mean responses to the Course Evaluation Questionnaire 
statement 25. The experimental group with a mean response 
score of 2.77 was more positive than the comparison group 
with a mean response score of 2.23. Both groups score ex
ceeded the mean value of 2.00 that would have resulted if 
they had all moderately disagreed with the statement. 



53 

0.05 level of significance and indicates that the two popu

lations do not produce significantly different responses to 

the statement. The experimental group with a mean response 

of 3.29 was more positive than the comparison group with a 

mean response of 3.10. Both groups' mean responses exceeded 

the mean score value of 3.0 that would have resulted if they 

all had strongly agreed with the statement. The statistical 

findings are presented in Table 12. 

Analysis of variance on the two groups responses to 

the Course Evaluation Questionnaire statement 31, consider

ing the way that I am required to approach the course, I 

would have preferred another method, produced an F = 4.17. 

This exceeds the 0.05 level of significance and indicates 

that the two populations do not produce identical mean re

sponses to the statement. The experimental group, with a 

mean response of 1.61 more strongly disagreed with the 

statement than did the comparison group with a mean response 

of 1.90. Both groups' means indicated a stronger disagree

ment with the statement than if they had all moderately 

disagreed. This would have produced a mean score of 2.0. 

The statistical findings are presented in Table 13. 

Supplemental Data 

While the primary interest group in this research 

was the Study Section, the data produced by the Pilot 
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TABLE 12 

ANOVA MEAN RESPONSE SCORES 
STUDY SECTION 

COURSE EVALUATION QUESTIONNAIRE STATEMENT 30 

Research hypothesis: Populations receiving treatments DP, 
OR differ "in tTTexr "mean responses to Course Evaluation 
Questionnaire statement 30. 

Statistical hypothesis; 

HO; /V T^OR 

: HQ not true 

Test statistic: 

MS 
F = B where B = Between group 

NbW W = Within group 

Dec is ion rule: The null hypothesis may be rejected at 
«• .03 if F~=£ 4.00 or at £==. 01 if F =5 7. 08 (df=1,60) . 

Computations; 

Source of 
Variance df SS MS F P 

Treatments(between) 1 .6 .60 .895 .05 

Error(within) 60 -40.9 -.67 

Total 61 -40.3 

Decision: The null hypothesis may not be reiected at 
CL= .05. 

Conclusion: The two populations do not produce significant-
ly different mean responses to the Course Evaluation 
Questionnaire statement 30. The DP group, with a mean re
sponse of 3.29 was more positive than the comparison group 
which had a mean response of 3.10. Both groups' mean re
sponses exceeded the mean score value of 3.0 that would have 
resulted if they all, had strongly agreed with the statement. 
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TABLE 13 

ANOVA MEAN RESPONSE SCORES 
STUDY SECTION 

COURSE EVALUATION QUESTIONNAIRE STATEMENT 31 

Research hypothesis: Population receiving treatments DP, 
OR differ in their mean response score to Course Evaluation 
Questionnaire statement 31. 

Statistical hypothesis: 

H0: DP ~/OR 

HA : H0 not true 

Test statistic: 

MS 
F = 'B where B = Between group 

MS 'W W = Within group 

Decision rule: The null hypothesis may be reiected at 
a^.05 if¥=s4.00 or at oL^-01 if F^7.08 (df=l,60). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 

Error(within) 60 

Total 61 

1.34 1.3400 4.17 .05 

18.64 .3214 

19.98 

Decision: The null hypothesis may be rejected at CL = .05. 

Conclusions: The two populations do not produce identical 
mean response scores to the Course Evaluation Questionnaire 
statement 31. The experimental group with a mean response 
score of 1.6 was firmer in their negative response that was 
the comparison group with a mean response score of 1.9. 
Both groups' mean response scores were less than the mean 
score value of 2.0 that would have resulted if they had all 
moderately disagreed with the statement. 



56 

Section provided information essential for accurate evalua

tion of the results reported earlier in this chapter. 

Analysis of variance of the mean composite scores of 

the Pilot Section and the Study Section on the Christensen -

Newlon Comprehensive Exam produced an F = 0.026. This is 

not large enough to meet the 0.05 level of significance and 

indicates that the two populations do not produce signifi

cantly different mean composite scores. The Study Section, 

with a mean composite score of 60.92, performed slightly 

better than the Pilot Section, with a mean composite score 

of 60.68. The statistical findings are presented in Table 

14. 

Because of the extremely small F generated from the 

comparison of the mean composite scores of the Pilot and 

Study Sections, no further statistical comparisons between 

the two groups seemed warrented. 

Statistical analysis of the relative performances of 

the experimental and comparison groups of the Pilot Section 

on the Christensen - Newlon Comprehensive Exam, produced the 

following results. 

Analysis of variance of the mean composite scores of 

the experimental and comparison groups on the Christensen -

Newlon Comprehensive Exam produced an F = 5.83 which exceeds 

the 0.05 level of significance. The comparison group, with 

a mean composite score of 62.89, was superior to the 
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TABLE 14 

ANOVA MEAN COMPOSITE SCORES 
PILOT SECTION AND STUDY SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 

Research hypothesis; The pilot section and the study sec-
tion differ in their mean composite scores of the 
Christensen - Newlon Comprehensive Exam. 

Statistical hypothesis: 

Ho :  /*"PS T^ss 

H^: HQ not true 

Test statistic: 

F = B where B = Between group 
MS" 
W W = Within group 

Decision rule: The null hypothesis may be rejected at 
.05 if F ̂ 4.925 orct^.01 if F^i6.846 (df=l, 135). 

Computations: 

Source of 
Variance df SS MS F P 

Groups(between) 1 1.94 1.94 0.026 .05 

Error(within) 135 10220.92 75.71 

Total 136 10222.86 

Decision: The null hypothesis may not be rejected at 
CL= .05. 

Conclusion: The two populations do not produce significant-
ly different mean composite scores on the Christensen-
Newlon Comprehensive Exam. The study section with a mean 
composite score of 60.92 has a slightly higher performance 
level than the pilot section with a mean composite score of 
60 .68 .  
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experimental group with a mean composite score of 58.41. 

The statistical findings are presented in Table 15. 

Analysis of variance of the mean scores of the two 

groups on the subtest measuring Knowledge produced an 

F = 4.98. This exceeds the 0.05 level of significance and 

indicates that the two populations do not produce identical 

mean performance scores at the Knowledge level. The compar

ison group, with a mean score of 12.21, was superior to the 

experimental group with a mean score of 10.81. The statis

tical findings are presented in Table 16. 

Analysis of variance of the mean performance scores 

of the two groups on the subtest measuring Comprehension, 

produced and F = 3.72. This fails to meet the 0.05 level of 

significance and indicates that the two populations do not 

produce significantly different mean performance scores at 

the Comprehension level. The comparison group, with a mean 

score of 18.00, performed better than the experimental group 

with a mean score of 16.86. The statistical findings are 

presented in Table 17. 

Analysis of variance of the mean performance scores 

of the two groups on the subtest measuring Application, pro

duced an F = 3.65. This fails to meet the 0.05 level of 

significance and indicates that the two populations do not 

produce significantly different mean performance at the 

Application level. The comparison group, with a mean score 

of 15.18, performed better than the experimental group, with 
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TABLE 15 

ANOVA MEAN COMPOSITE PERFORMANCE SCORES 
PILOT SECTION 

CI-IRISTENSEN - NEWLON COMPREHENSIVE EXAM 

Research hypothesis: Populations receiving treatments DP, 
OR clTffer in their mean composite performance score on the 
Christensen - New'lon Comprehensive Exam. 

Statistical hypothesis: 

•A . /X. = UL 
n0-/ DP / OR 

Ha: Hq not true 

Test statistic: 

MS F = B where B = Between group 

W W = Within group 

Decision rule: The null hypothesis may be reiected at 
.05 of F~^3.98 or at .01 if F ̂ 7.01 (df=l,73). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 377.82 377.82 5.83 .05 

Error(within) 73 4728.50 64.77 

Total 74 5106.32 

Decision: The null hypothesis may be rejected at CL = .05. 

Conclusion: The two populations do not produce identical 
mean composite scores on the Christensen. - Newlon Compre
hensive Exam. The OR group, with a mean composite score of 
62.89, was superior to the DP group with a mean composite 
score of 58.41. 
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TABLE 16 

ANOVA MEAN PERFORMANCE SCORES 
PILOT SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING KNOWLEDGE 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean performance scores on the subtest 
measuring Knowledge. 

Statistical hypothesis: 

H0: /V T^R 

HaI HQ not true 

Test statistic; 

MS 
F = B where B = Between group 

% W = Within group 

Decision rule; The null hypothesis may be reiected at 
.05 i£~F~^3.98 or at a 01 if F =^7.01 (df=l,73). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 36.72 36.72 4.98 .05 

Error(within) 73 538.00 7.37 

Total 74 574.72 

Decision: The null hypothesis may be rejected at 0L = .05. 

Conclusion: The two populations do not produce identical 
mean performance scores on the subtest measuring Knowledge. 
The DP group, with a mean score of 12.21, was superior to 
the OR group which had a mean score of 10.81. 
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TABLE 17 

ANOVA MEAN PERFORMANCE SCORES 
PILOT SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING COMPREHENSION 

Research hypothesis: Populations receiving treatments DP, 
OR differ in tTieir mean performance score on the subtest 
measuring Comprehension. 

Statistical hypothesis: 

V/Sp YJ0R 
HA: HQ not true 

Test statistic: 

F = B where B = Between group 
M§~ . , 
W W = Within group 

Decision rule: The null hypothesis may be reiected at 
CL~ .05 if F Sr3.98 or at OLs-.Ol if F^r7.01 (df=l,73). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 24.18 24.18 3.72 .05 

Error(within) 73 474.32 6.50 

Total 74 498.50 

Decision: The null hypothesis may not be rejected at 
Ct= .05. 

Conelusion: The two populations do not produce signifi-
cantly different performance means on the subtest measuring 
Comprehension. The OR group, with a mean score of 15.18, 
performed better than the DP group which had a mean score of 
14.19. 



a mean score of 14.19. The statistical findings are pre

sented in Table 18. 

Analysis of variance of the mean performance scores 

of the two groups on the subtest measuring Analysis, pro

duced an F = 1.94. This failed to meet the 0.05 level of 

significai^ce and indicates that the two populations do not 

produce significantly different mean performance scores at 

the Analysis level. The comparison group, with a mean score 

of 17.97, performed better than the experimental group, with 

a mean score of 17.08. The statistical findings are pre

sented in Table 19. 

Although there was no significant differences be

tween the Pilot Section and the Study Section in terms of 

their mean composite scores on the Christensen - Newlon 

Comprehensive Exam, the Study Section performed slightly 

better than the Pilot Section. 

Within the Pilot Section, the comparison group per

formed significantly better than the experimental group on 

their mean composite scores on the Christensen - Newlon 

Comprehensive Exam and on their mean performance scores on 

the subtest measuring Knowledge. Although the comparison 

group performed better than the experimental group on the 

remaining taxonomy levels of Comprehension, Application and 

Analysis, the differences were not significant. The find

ings generated from the Pilot Section seem to contradict 
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TABLE 18 

ANOVA MEAN PERFORMANCE SCORES 
PILOT SECTION 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING APPLICATION 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean performance scores on the subtest 
measuring Application. 

Statistical hypothesis; 

Ho :  Adp 

H,: H not true 
A 0 

Test statistic: 

MS F = B where B = Between group 

% W = Within group 

Decision rule; The null hypothesis may be rejected at 
OL^. 05 if F S 3.98 or at OL ~ . 01 if F iS: 7. 01 (df=l,73) . 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 18.56 18.56 3.65 .05 

Error(within) 73 371.39 5.09 

Total 74 389.95 

Decision: The null hypothesis may not be reiected at 
a * .05. 

Conclusion; The two populations do not produce signifi-
cantly different performance means on the subtest measuring 
Application. The OR group, with a mean score of 18.00, per
formed better than the DP group which had a mean score of 
1 6 . 8 6 .  
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TABLE 19 

ANOVA MEAN PERFORMANCE SCORES 
PILOT SECTION 

CIIRISTENSEN - NEWLON COMPREHENSIVE EXAM 
SUBTEST MEASURING ANALYSIS 

Research hypothesis: Populations receiving treatments DP, 
OR differ in their mean performance scores on the subtest 
measuring Analysis. 

Statistical hypothesis: 

XT . TX -FJU 
aO * / DP / OR 

H^: HQ not true 

Test statistic: 

MS 
F = B where B = Between group 

MSW W = Within group 

Decision rule: The null hypothesis may be rejected at 
0^703 if F ̂ 3.98 or at a *=.01 if F ==7.01 (df=l,73). 

Computations: 

Source of 
Variance df SS MS F P 

Treatments(between) 1 14.94 14.94 1.94 .05 

Error(within) 73 563.73 7.72 

Total 74 578.67 

Decision: The null hypothesis may not be reiected at 
0L= .05. 

Conclusion: The two populations do not produce signifi-
cantly different performance means on the subtest measuring 
Analysis. The OR group, with a mean score of 17.97, per
formed better than the DP group which had a mean score of 
17.08. 
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the findings produced by the Study Section. This discrep

ancy will be discussed in the next chapter. 

Careful inspection of the Pilot Section's responses 

to the Course Expectation and Evaluation Questionnaires re

vealed no reason for suspecting that they would either 

contradict or amplify the results produced by the Study 

Section reported earlier in this chapter. 



CHAPTER V 

DISCUSSION 

Before any discussion of the findings of this re

search can proceed, the question raised by the apparent 

contradiction between the results of the Pilot Section and 

the Study Section must be considered. 

In the Pilot Section, the comparison group, which 

employed the objective recitation response mode, con

sistently performed better than the experimental group, 

which employed the dialogue paper response mode, on all of 

the subtests of the Christensen - Newlon Comprehensive Exam. 

They were significantly better on the exam as a whole, and 

on the subtest measuring Knowledge. 

In the Study Section, however, almost the reverse 

was found. The experimental group consistently performed 

better than the comparison group on all of the subtests. 

They were significantly better on the exam as a whole and on 

the subtests measuring Knowledge and Analysis. 

These findings are not as contradictory as they 

might appear. 

The dialogue paper response mode requires students 

to learn in several areas. They must learn to write 300 

word essay papers with grammatical correctness, logical 

66 



67 

consistency and conceptual clarity. They must learn to lis

ten to and study the course material in such a manner as to 

be able to discern accurately its basic concepts and place 

them accurately in the context of their real world of ex

perience. 

It was the experience of the researcher that the 

major portion of the first half of the semester required ex

haustive instruction in all of the above areas. However, 

after the mechanics of the method were learned, the focus 

moved primarily to the course content. 

The implication seems to be that it takes approxi

mately one-half of a semester for the dialogue paper re

sponse mode to become an effective method of approaching the 

type of material presented in a course on human development 

and relations. 

The comparison group, employing the objective reci

tation response mode, entered the course familiar with the 

method through exposure to objective exams in other univer

sity courses. Consequently they had an advantage over the 

experimental group for the first few weeks of the semester. 

The experimental group of the Pilot Section had not 

only the task of learning the Adlerian theory being taught 

at the time; they had to learn how to write dialogue papers 

as well. The theory apparently suffered from the competi

tion. 
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In the Study Section, Adlerian theory was not pre

sented until the last half of the semester. This enabled 

the experimental group to master the dialogue paper response 

mode before attempting to learn the theory. 

Since the Pilot Section was administered the Compre

hensive Exam at the end of the eighth week of the semester 

and the Study Section took it at the end of the thirteenth 

week, this might explain the apparent contradiction between 

the results of the Pilot and Study Sections. 

In discussing the findings generated from the Study 

Section, the general format of Chapter 4 will be followed. 

Three of the five tests run on the data relating to 

Hypothesis 1, that there is no difference between the dia

logue paper response mode and the objective recitation 

response mode in terms of student performance at Bloom's 

taxonomy levels of Knowledge, Comprehension, Application and 

Analysis, supported its rejection at a 0.05 level of signif

icance . 

In terms of their mean composite scores, those stu

dents employing the dialogue paper response mode were 

superior in over all test performance to the students em

ploying the objective recitation response mode. This is in 

conformity to the predicted direction of this research. In 

this situation, the dialogue paper response mode was a more 

effective instructional method than the objective recitation 
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response mode in terms of stimulating learning on all four 

taxonomy levels. 

Mean performance scores on the subtests measuring 

Knowledge and Analysis, show that the students whose ap

proach to the material was structured by the dialogue 

paper method were significantly superior to the comparison 

group. This is consistent with the kind of emphasis that 

is an integral part of the dialogue paper method. It re

quires the students to sort out and master the basic infor

mation and concepts of the theory and apply them accurately 

to their real world of experience. This requires not only 

that the students be able to recall the specifics, univer-

sals, methods and processes of the theory, but also demands 

that they be able to communicate how the theory applied to 

their real world of experience. This necessitated being 

able t:o analyze the theory and the selected example of their 

life experience, break them down into their constituent ele

ments or parts in such a way as to make the relative hier

archy of ideas clear and the relations between the idea 

expressed explicit. 

It is important to note that the experimental group 

performed better than the comparison group on all four tax

onomy levels. In none of the levels was the objective reci

tation method a more effective method of instruction. 

Hypothesis 2, that there is no difference between 

the dialogue paper response mode and the objective 
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recitation response mode in terms of student satisfaction 

with the course, was accepted. 

On the basis of change scores, the two groups were 

not significantly different. This could have resulted from 

the fact that both groups tended to have high expectations 

for the course and both groups tended to feel that the 

course had met and exceeded their expectations. This is 

evidenced by their response to the Course Evaluation state

ment 1, the theories and concepts taught in this course have 

provided me with personal insight and knowledge concerning 

my emotional make-up and mode of coping with life situa

tions . On the basis of their mean response scores, both 

groups more than moderately agreed with the statement. What 

this seems to indicate is that the objective recitation 

method does not discourage students from expecting to gain 

from their classes nor does it cause them to feel that they 

have not gained from them. The more accurate estimate of 

actual gain might be their respective performances on the 

Comprehensive Exam. 

Wilcoxon's Matched-Pairs Signed-Rank Test of the 

Course Evaluation statements 1-29, indicated that the exper

imental group made significantly greater positive mean re

sponses to the statements than did the comparison group. 

However, due to the relative lack of power of Wilcoxon's 

instrument, this finding is more suggestive than actual. 
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The two groups' responses to the Course Evaluation 

Questionnaire statement 25, this course should be required 

for all university students, indicated that the experimental 

group was significantly more in agreement with the state

ment than the comparison group. This statement by itself 

has so many possible interpretations that it is impossible 

to be absolute about its meaning. But, it does seem to re

flect on the two groups' respective positions concerning the 

universal value of the course and its content in terms of 

students in general. That they were not more positive in 

their agreement with this statement, both groups' mean re

sponse scores fell within the range of moderate agreement, 

has the potential of opening up a Pandora's box of questions 

concerning the student's perspective of the value of applied 

psychology in the lives of all students. Such speculation, 

fortunately, is beyond the scope of this research. 

While the difference between the two groups' re

sponses to the Course Evaluation Questionnaire statement 30, 

the way that I am required to approach the material of this 

course is conducive to better understanding myself and 

others, was not significant, it is interesting that both 

groups' mean response scores fell in the range of strongly 

agreeing with the statement. This might reflect that the 

exams administered weekly to the comparison group were seen 

by the student as being consistent with the overall emphasis 

of the course which was practical application of the 
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material and personal growth. It may, on the other hand, 

reflect their general satisfaction with the course. At 

least it implies that neither group felt neglected or fa

vored by the instructor as a result of how the course was 

handled. This strengthens the findings of this research 

in terms of the negative influence of bias. 

Although both groups' mean response scores to Course 

Evaluation Questionnaire statement 31, considering the way I 

am required to approach this course, I would have preferred 

another method, fell within the range of strong disagree

ment, the experimental group was significantly more 

emphatic. This is indeed interesting when the amount of 

effort required to write weekly dialogue papers is consid

ered. At least it seems to reflect that the students did 

not feel that the dialogue papers were oppressive or irrel

evant to the objectives of the course. 

Conelusions 

Because the subjects for this research were not ran

domly selected from the university population, conclusions 

drawn from the findings that it generated must be limited to 

the population that was studied. With this limitation being 

respected, the findings support two basic conclusions. 

1. The efficacy of the lecture method of instruc

tion is affected by various student response 

modes. 
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2. For those students registered for Section Two of 

"Human Development and Relations" in the spring 

semester of 1974, the dialogue paper response 

mode in correlation with the lecture method was 

a more effective method of instruction than the 

lecture employing the objective recitation re

sponse mode. 

Implications 

While the findings of this study must be limited to 

being suggestive rather than conclusive, they do pose sever

al implications. 

First, they suggest that the effectiveness of the 

lecture method of instruction in terms of the quality of 

learning, can be affected by the way the students are forced 

to respond to the material being presented. If the dialogue 

paper response mode can facilitate the efficacy of the lec

ture method to a significant degree, so might other methods 

of structuring student response. At least the current prac

tice of combining the lecture method with objective exams 

might be re-evaluated. 

Second, if the concern for quality education ex

pressed by Combs, Montagu and others quoted in Chapter 1 is 

shared by many in higher education, then this study is 
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important. It suggests a way of increasing the quality of 

education in a system that deals with a large number of 

students. 

Third, the findings suggest that the dialogue paper 

may be an effective method of teaching the various subjects 

of applied psychology where the objectives of the course in

clude internalization of the information as well as recita

tion of the basic theories and concepts. This fits in with 

the Adlerian approach to counseling that views it primarily 

as a task of re-education rather than therapy. 

At this point, the researcher would like to make 

some observations concerning the dialogue paper response 

mode. 

When this study began, it was not anticipated that 

the students would take approximately six to eight weeks to 

master the technique of writing dialogue papers. The real

ization that developed was that the students lacked the 

fundamental communication skills of basic grammer, logic and 

clarity of thought. In discussing this with several other 

educators at the University, there was a general consensus 

that students are entering and leaving the higher education

al system without developing those basic skills. 

Unfortunately, several instructors have stopped assigning 

essays because students seem unable to understand or follow 

instructions, let alone write an intelligible response. If 

this is a common deficiency of today's university students, 
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the use of the dialogue paper response mode assumes addi

tional import because it structures learning in these basic 

communication skills. 

This strength of the dialogue paper also poses its 

greatest weakness. Many teachers of large classes simply do 

not have the time that seems to be required to teach these 

basic communication skills in addition to the course mate

rial. As it was used in this study, it was extremely 

demanding on the time of the instructor. 

Recommendations for Further Research 

For those who might want to extend the findings of 

this study, the following areas might warrent further 

research. 

1. This study needs varification by being repeated 

with a broader range of subjects. The popula

tion should be randomly selected from the total 

university population in order to increase the 

impact of the findings. 

2. This study should be repeated using Graduate 

teaching assistants for the grading and comments 

on the dialogue papers and objective exams. If 

this would not weaken the efficacy of the dia

logue paper response mode, it would relieve the 

lecturer of a great deal of remedial labor. 



3. It would be interesting to see if the dialogue 

paper response mode could be used effectively 

with instructional methods other than the lec

ture. It seems logical that it could be used 

with group discussions and selected field expe

rience. 

4. There needs to be comparative research of the 

effect of other methods of structuring student 

response modes on the efficacy of the lecture 

method. 

5. It would be interesting to find if the dialogue 

paper response mode would be as effective in a 

course where the lecture presentation did not 

focus on the intergration of theory with current 

practice and application to the real world of 

experience. 

6. It would be interesting to see if similar re

sults would be found in courses other than 

"Human Development and Relations" such as soci

ology, history, literature etc. 

7. It would be interesting to see if the dialogue 

paper response mode could be effective in a 

situation where the English department would 

evaluate the compositional aspects and the lec

turer the content. 
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8. It would be interesting to compare the effec

tiveness of the lecture method using the 

dialogue paper response mode with other methods 

of instruction. 



APPENDIX A 

COURSE EXPECTATION QUESTIONNAIRE 

Instructions: This questionnaire is part of a research and 
will not be read or evaluated by anyone until the course 
is completed and final grades are given. Please read the 
statements carefully and answer them as honestly as you can. 
To the left of each statement, mark in the appropriate place 
whether you strongly agree (SA), moderately agree (MA), 
moderately disagree (MD), or stron9ly disagree (SD) with it. 
Again, your response to this questLonnaire will have no in
fluence on either the instructor's attitude toward you or 
the evaluation of your performance in the course. 

(SA)(MA)(MD)(SD) 1. I expect the theories and concepts 
taught in this course to provide per
sonal insight and knowledge concerning 
my emotional make-up and mode of cop
ing with life situations and social 
relationships. 

(SA)(MA)(MD)(SD) 2. This course will help me understand 
myself more than it will increase my 
understanding of others. 

(SA)(MA)(MD)(SD) 3. This course will help me understand 
others more than it will increase my 
self-understanding. 

(SA)(MA)(MD)(SD) 4. This course will help me understand 
my relationship with my family. 

(SA)(MA)(MD)(SD) 5. This course will help me understand 
my relationship with others outside my 
family. 

(SA)(MA)(MD)(SD) 6. This course will help me understand 
relationships between others. 

(SA)(MA)(MD)(SD) 7. This course will help me better under
stand my feelings. 

(SA)(MA)(MD)(SD) 8. This course will help me understand my 
motives and goals in life. 

78 



79 

(SA) MA) MD) (SD) 9. This course will help me understand my 
emotional strengths and weaknesses. 

(SA) MA) MD) (SD) 10. The material of this course will be 
interesting because it deals with 
people. 

(SA) MA) MD) (SD) 11. The material of this course will be 
interesting because it deals with 
theory. 

(SA) MA) MD) (SD) 12. The material of this course will be 
interesting because it deals with 
current practices. 

(SA) MA) MD) (SD) 13. The material of this course will give 
me a practical understanding of 
people. 

(SA) MA) MD) (SD) 14. The material of this course will give 
me a practical understanding of 
theory. 

(SA) MA) MD) (SD) 15. The material of this course will give 
me a practical understanding of 
current practices. 

(SA) MA) MD) (SD) 16. The instructor will consider teaching 
this course a chore or routine 
activity. 

(SA) MA) MD) (SD) 17. The instructor will value my opinions 
as being from another intelligent 
person. 

(SA) MA) MD) (SD) 18. The instructor will enjoy teaching 
this course. 

(SA) MA) MD) (SD) 19. What the instructor wants from the 
students is what he gets. 

(SA) MA) MD) (SD) 20. What the student wants from the course 
is what he gets. 

(SA) MA) MD) (SD) 21. This course will challenge my think
ing. 

(SA) MA) MD) (SD) 22. This course will change or greatly in
fluence my basic philosophies of life. 
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(SA)(MA)(MD)(SD) 23. 

(SA) (MA) (MD) (SD) 24. 

(SA)(MA)(MD)(SD) 25. 

(SA)(MA)(MD)(SD) 26. 

(SA)(MA)(MD)(SD) 27. 

(SA)(MA)(MD)(SD) 28. 

(SA)(MA)(MD)(SD) 29. 

(SA)(MA)(MD)(SD) 30. 

(SA)(MA)(MD)(SD) 31. 

(SA) (MA) (MD) (SD) 32. 

(SA)(MA)(MD)(SD) 33. 

(SA) (MA) (MD) (SD) 34. 

(SA)(MA)(MD)(SD) 35. 

Lecture classes of this size are bor
ing and irrelevant. 

Other than credit for the course, I do 
not expect to gain much from an intro
ductory course in human development 
and relations. 

I am required to take this course. 

My primary objective in the university 
is to gain new depths of understanding 
about myself and others as well as the 
technical skills required for my fu
ture occupation. 

My primary objective in the university 
is to get through the courses and ob
tain my diploma so that I can enter 
into my life profession. 

The university will challenge my 
thinking. 

The university will change or greatly • 
influence my basic philosophies of 
life. 

I am interested in learning the mate
rial of this course for my own 
information. 

I will learn no more from this course 
than is required. 

I approach class material by memoriz
ing the theories and concepts taught. 

I prefer objective examinations to 
essay examinations. 

I prefer essay examinations to objec
tive examinations. 

I expect to spend hours per week 
studying for this class. (This does 
not include time spent in class.) 



APPENDIX B 

COURSE EVALUATION QUESTIONNAIRE 

Instructions: This evaluation is part of a research and 
will not be "read or evaluated by anyone until the course 
is completed and final grades are given. Please read the 
statements carefully and answer them as honestly as you can. 
To the left of each statement, mark in the appropriate place 
whether you strongly agree (SA), moderately agree (MA), 
moderately disagree (MA)"',"" or strongly "disagree (St)) with it. 
Again, your response to this eval'u'ation wTIT~Kave no influ
ence on either the instructor's attitude toward you or the 
evaluation of your performance in the course. 

The theories and concepts taught in 
this course have provided me with per
sonal insight and knowledge concerning 
my emotional make-up and mode of cop
ing with life situations and social 
relationships. 

This course has helped me understand 
myself more than it has increased my 
understanding of others. 

This course has helped me understand 
others more than it has increased my 
self-understanding. 

This course has helped me understand 
my relationship with my family. 

This course has helped me understand 
my relationship with others outside 
my family. 

This course has helped me understand 
relationships between others. 

This course has helped me better un
derstand my feelings. 

This course has helped me understand 
my motives and goals in life. 

(SA)(MA)(MD)(SD) 1. 

(SA) (MA) (MD) (SD) 2. 

(SA)(MA)(MD)(SD) 3. 

(SA)(MA)(MD)(SD) 4. 

(SA)(MA)(MD)(SD) 5. 

(SA)(MA)(MD)(SD) 6. 

(SA)(MA)(MD)(SD) 7. 

(SA)(MA)(MD)(SD) 8. 
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(SA) MA) (MD) (SD) 9. This course has helped me understand 
my emotional strengths and weaknesses. 

(SA) MA) (MD) (SD) 10. The material of this course is inter
esting because it deals with people. 

(SA) MA) (MD) (SD) 11. The material of this course is inter
esting because it deals with theory. 

(SA) MA) (MD) (SD) 12. The material of this course is inter
esting because it deals with current 
practices. 

(SA) MA) (MD) (SD) 13. The material of this course has given 
me a practical understanding of 
people. 

(SA) MA) (MD) (SD) 14. The material of this course has given 
me a practical understanding of 
theory. 

(SA) MA) (MD) (SD) 15. The material of this course has given 
me a practical understanding of 
c urrent p rac t ic e s. 

(SA) MA) (MD) (SD) 16. The instructor considers teaching this 
course a chore or routine activity. 

(SA) MA) (MD) (SD) 17. The instructor values my opinions as 
being from another intelligent person. 

(SA) MA) (MD) (SD) 18. The instructor enjoys teaching this 
course. 

(SA) MA) (MD) (SD) 19. What the instructor wants from the 
student is what he gets. 

(SA) MA) (MD) (SD) 20. What the student wants from the course 
is what he gets. 

(SA) MA) (MD) (SD) 21. This course has challenged my think
ing. 

(SA) MA) (MD) (SD) 22. This course has changed or greatly in
fluenced my basic philosophies of 
life. 

(SA) MA) (MD) (SD) 23. This class is boring and irrelevant. 
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(SA) (MA)(MD)(SD) 24. 

(SA)(MA)(MD)(SD) 25. 

(SA) (MA) (MD) (SD) 26. 

(SA)(MA)(MD)(SD) 27. 

(SA)(MA)(MD) (SD) 28. 

(SA)(MA)(MD)(SD) 29. 

(SA)(MA)(MD)(SD) 30. 

(SA)(MA)(MD)(SD) 31. 

Other than credit for the course, not 
much has been gained by taking this 
course. 

This course should be required for all 
university students. 

My primary objective in the university 
is to gain new depths of understanding 
about m}/self and others as well as the 
technical skills required for my fu
ture occupation. 

My primary objective in the university 
is to get through the courses and ob
tain my diploma so that I can enter my 
life profession. 

The university has challenged my 
thinking. 

The university has changed or greatly 
influenced my basic philosophies of 
life. 

The way I am required to approach the 
material of this course is conducive 
to better understanding myself and 
others. 

Considering the way I am required to 
approach this course, I would have 
preferred another method. 



APPENDIX C 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
BEHAVIOR CONCEPTS INVENTORY: EDUCATION MODEL 

Examiners' Manual 

The Behavior Concepts Inventory: Education Model has 

been constructed to be used as (a) mid-term evaluation of 

conceptual understanding; (b) provide evaluative feedback to 

the instructor as to the adequacy of content presentation; 

and/or (c) partial determiner of final grade in appropriate 

university courses, extension classes, or evaluation of in-

service workshops. 

This test may be administered to elementary class

room teachers (IC-8), undergraduates enrolled in practice 

teaching, or graduate students enrolled in counselor train

ing. 

In judging the appropriateness of these tests for 

measuring subject matter content coverage for a given course 

of in-service training, consideration should be given to the 

following: 

1. The theoretical content of the inventory is 

based on Individual Psychology as developed in 

the Education Model. 

2. The test content is restricted to five major ed

ucational objectives: School and society, 
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Understanding human behavior, Goals of child 

rearing and education, Democratic techniques of 

classroom management, and Interaction of the 

teacher-parent-counselor team. 

Two reliability coefficients have been computed for 

this test. The Pearson test-retest coefficient is .78 and 

the Cronbach alpha coefficient is .76. 

In establishing logical relevance, ten expert were 

consulted and from these consultants the adequacy of each 

item in terms of the educational objectives, and the accu

racy of the items in terms of the theoretical content was 

obtained. The experts' mean rating of item adequacy ranged 

from 3.1 to 5.0 (1.0 being inadequate and 5.0 being very ad

equate) . 

Instructions to the examinees are as follows: 

This booklet gives an opportunity to determine 
your perceptions of behavior. After you have read 
each item, choose the option that best completes the 
stem. Do not spend a lot of time on any one ques
tion. Carefully read and answer each question. 
YOUR SCORE WILL EQUAL THE NUMBER OF ITEMS RIGHT. 
Make sure you complete all of the questions by mark
ing your answer on the answer sheet, then quickly go 
on to the next question. PRINT YOUR NAME ON THE AN
SWER SHEET. DO NOT PUT YOUR NAME ON THIS BOOKLET. 
MARK THE SPACE ON THE ANSWER SHEET THAT INDICATES 
YOUR BEST ANSWER. 

This test has no time limit. Typically the test can 

be completed in 30 to 90 minutes. 

The score of the Behavior Concepts Inventory is the 

number of items right (S=R). 
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Three separate answer keys have been provided for 

the Behavior Concepts Inventory. The first answer key gives 

the scoring for the entire test. The second answer key 

gives the scoring for each of the educational objectives. 

The third answer key gives the scoring for the two Taxonomy 

levels. 
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Behavior Concepts Inventory: Education Model 

Instructions 

This booklet gives an opportunity to determine your percep
tions of behavior. 

After you have read each item, choose the option that best 
completes the stem. Do not spend a lot of time on any one 
question. Carefully read and answer each question. YOUR 
SCORE WILL EQUAL THE NUMBER OF ITEMS RIGHT. Make sure you 
complete all of the questions by marking your answer on the 
answer sheet, then quickly go on to the next question. 

PRINT YOUR NAME ON THE ANSWER SHEET 

DO NOT PUT YOUR NAME ON THIS BOOKLET 

MARK THE SPACE ON THE ANSWER 
SHEET THAT INDICATES YOUR BEST ANSWER 
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Behavior Concepts Inventory: Education Model 

1. A child treated in the customary permissive way be
comes : 
1. Self-confident. 
2. Introverted. 
3. Extroverted. 
4. A tyrant. 

2. The loosening of ties between child and parent is a 
natural and gradual process that really begins with 
the: 
1. Weaning of the baby. 
2. Preschool child. 
3. Grammar school children. 
4. Adolescent. 

3. The power struggle between the parent and child is most 
likely to end in favor of: 
1. The parent, since the parent is superior in most 

skills to which the child is still vulnerable. 
2. Neither parent nor child, since conflict is a sign 

of weakness. 
3. The child since he does not have to consider the 

consequences of his behavior. 
4. The most reasonable. 

4. The use of punishment: 
1. Is an effective means of control. 
2. Hinders the perception of the situation by the 

child. 
3. Can occur in a situation naturally. 
4. Develops powers of resistance and defiance in the 

child. 

5. Punishment and reward: 
1. Are useful in a democratic setting. 
2. Belong in an autocratic setting. 
3. Are useful in a competitive setting. 
4. Are corrupting influences regardless of the 

setting. 

6. Mistaken goals result from: 
1. The child's intra-personal conflicts. 
2. The child's driving forces. 
3. The child's misperceiving of situations. 
4. The child's heredity and environment. 
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7. Discouragement and feelings of frustration arise from: 
1. Intra-personal conflicts. 
2. External forces and pressures. 
3. Biological limitations. 
4. Perceived inadequacy. 

8. Behavior can best be understood as: 
1. A cause and effect relationship. 
2. A goal directed relationship. 
3. A many causal relationship. 
4. A result of drives and needs. 

9. The similarities and differences of family members 
comprising the family constellation, indicates the 
end result of different; 
1. Alliances and competitions carried on within the 

family. 
2. Degrees of power, dominance, and assertion. 
3. Motions and emotions of the individual family 

members. 
4. Hostile, destructive and other unsettling actions. 

10. The goal associated with a child who feels disliked, 
abused, and hurt is: 
1. Attention getting. 
2. Power. 
3. Revenge. 
4. Assumed disability. 

11. The significance of birth order: 
1. Is the determination of the child's personality. 
2. Depends upon what the child makes of it. 
3. Is an unknown factor in personality development. 
4. Is not a factor in the development of personality. 

12. The dynamics of a child's behavior can generally be 
recognized: 
1. In the various attention getting behaviors utilized 

by the child. 
2. In those unpleasant by-products of the situation, 

like humiliation and shame. 
3. By the effect it has on adults. 
4. By close scrutiny of environmental factors pressing 

upon the child. 



90 

13. Which of the following BEST answers the question of 
heredity versus environment in affecting behavior: 
1. Behavior is affected mostly by heredity. 
2. Environment accounts for most behavior. 
3. Behavior is the interaction of heredity and en

vironment . 
4. Interpretation of heredity and environment affects 

behavior. 

14. From the thousands of early experiences, we remember 
best those which: 
1. Were most pleasant. 
2. Caused the most anquish. 
3. Support our present concept of life. 
4. Have relevancy to our future. 

15. The most common alliances formed by children in a four 
child family are: 
1. 1 and 2 vs. 3 and 4. 
2. 1 and 3 vs. 2 and 4. 
3. 1 and 4 vs. 2 and 3. 
4. 1, 2, 3, vs. 4. 

16. In a family of four children, which child usually acts 
as if he has to make up for lost time? 
1. The first. 
2. The second. 
3. The third. 
4. The fourth. 

17. In a family of six children, the greatest differences 
in character, temperament, and interest usually develop 
between the: 
1. First and last child. 
2. Middle two children. 
3. First two children. 
4. Last two children. 

18. Misconception of position in a social group usually 
leads to: 
1. An intra-personal conflict. 
2. Continued faulty approaches. 
3. Utilization of defense mechanisms. 
4. Distrust of abilities. 

19. Psychological disclosures and interpretations are 
effective if they are confined to: 
1. Present attitudes and immediate purposes. 
2. Original development and deep-seated conflicts. 
3. Life-style patterns. 
4. The causes of specific behavior. 
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20. Nagging continues to be a common technique used for 
changing a child's behavior because: 
1. Enough children positively respond, thereby making 

nagging worthwhile. 
2. Parents find it easier, although recognizing its 

limited effects. 
3. Parents are acting from their own irrational, inner 

necessity. 
4. It has pedagogical benefits in stirring the child 

to action. 

21. In our competitive society, the desire of each child 
to find his place within the group meets with sharp 
challenge from his siblings. This occurs most regular
ly between: 
1. The first and third child. 
2. The second and fourth child. 
3. The first and second child. 
4. The second and third child. 

22. When encountering difficulty in relationships with 
children, it is imperative that we first; 
1. Follow our natural inclinations and initial im

pulses . 
2. Confront the child with the disruptive, unaccept

able nature of his behavior. 
3. Allow the child additional freedom of expression 

until he becomes cognizant of his motives. 
4. Seek some understanding of our role in the diffi

culties . 

23. The MOST important advantage of a group discussion is 
to enabTe the teacher to: 
1. Obtain information about the children. 
2. Learn about children's attitudes. 
3. Aid children in understanding themselves. 
4. Explain school matters and gain the class's 

support. 

24. The main goal in educating the child should be to: 
1. Develop social interest in the child. 
2. Pass on to the child our cultural heritage. 
3. Provide experience in achievement and status. 
4. Encourage those having the best heredity endowment. 

25. The concept of social interest implies that all people 
are: 
1. By nature good. 
2. By nature bad. 
3. Capable of being good. 
4. Capable of being bad. 
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26. A proper relationship between teacher and pupil; 
1. Requires mutual respect and trust. 
2. Is related to the basic rules of cooperation. 
3. Is embedded in a clear concept of order. 
4. All of these. 

27. An individual's behavior may be described as "malad
justed" when the behavior is most disturbing to; 
1. Individuals previously enjoying pleasant lives. 
2. Functioning of the group. 
3. Community at large. 
4. Attainment of life goals. 

28. Effective use of group influence upon a child is 
dependent on: 
1. Intelligent application of reward-punishrnent. 
2. Just and impartial application of group rules. 
3. Group pressure operating equally on all children. 
4. Carefully structured group situations. 

29. Although we often assume the responsibilities of our 
children's behavior; 
1. We have no right to. 
2. They don't expect us to. 
3. They don't appreciate it. 
4. We only gratify our needs. 

30. Development of social interest in the child refers to 
the growth of: 
1. Interest in others. 
2. Feeling of belonging. 
3. The normal psycho-social organism. 
4. Social aspirations. 

31. Kids fight and scuffel on the playground in order to: 
1. Gain attention. 
2. Demonstrate power. 
3. Punish or get even. 
4. Demonstrate inadequacy. 

32. Attention getting behavior: 
1. Occurs when the child is convinced that he is a 

failure. 
2. Is the same as revenge. 
3. Usually causes a child to hurt others. 
4. May be manifested in a child who plays dumb. 



93 

33. A child's behavior is movement toward a goal. The 
teacher can verify her impression of a child's goal: 
1. By conference with his parents. 
2. By a study of his previous behavior patterns. 
3. By watching her immediate reaction to the behavior. 
4. By asking him "why" he acted as he did. 

34. The most successful way to change a student's bad habit 
is: 
1. To point out the consequences if he continues. 
2. To teach the child a better habit. 
3. To allow the consequences to affect him. 
4. To ask him to cease his habit, so he will know 

you disapprove. 

35. If a teacher feels annoyed and expresses this annoyance 
by scolding or coaxing, the child's goal is probably: 
1. Attention getting. 
2. Power. 
3. Revenge. 
4. Assumed disability. 

36. Attention getting behavior is often repeated because 
it: 
1. Offers the child self-reliance and self-confidence. 
2. Distinguishes him from others and establishes his 

uniqueness. 
3. Satisfies the child's concern for controlling the 

group. 
4. Provides the child temporary proof that he is not 

lost and rejected. 

37. The best logical consequences occurs: 
1. Naturally. 
2. As a result of any action of the child. 
3. When the parents conceal their concern about the 

issue. 
4. When the child ignores his duties. 

38. The BEST way to help a discouraged child is to: 
1. Give up trying to encourage him. 
2. Stop believing in his helplessness. 
3. Try to convince him of his capabilities. 
4. Get him to become aware of his ability. 
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39. In group discussions with children, the correct form 
of teacher comments would be those: 
1. Judiciary comments interjected in what was said. 
2. Provocative questions used to evoke correct com

ments from the children. 
3. Encouraging freedom and spontaniety in the chil

dren , 
4. Most readily effecting group cohesiveness and 

responsibility. 

40. The delinquent child is usually motivated by, and in 
search of: 
1. Retribution for real or imagined wrongs. 
2. Sensation of significance. 
3. Rationalization and/or justification for his 

behavior. 
4. Reasonable expression of his needs for excitement. 

41. When assisting children in social adjustment and aca
demic progress, one of the teacher's goals is to: 
1. Bring the child to participate and function with 

concern for the group. 
2. Bring to bear her more meaningful experiences. 
3. Beat the child at his own game. 
4. Provide the child with an opportunity to gain easy ' 

triumphs. 

42. Parental love is best expressed through: 
1. Constant encouragement toward independence. 
2. An avoidance of indulgence and over protection. 
3. An appreciation of order in the household. 

43. Teacher training can be shown to be most deficient in: 
1. Exposure of teachers to democratic processes. 
2. Encouraging the utilization of the advanced learn

ing techniques. 
3. Inculcating a vigorous espirt de corps and profes

sionalism. 
4. Providing techniques for applying democratic prin

ciples to everyday problems. 

44. Parents would be better advised to start their children 
in school with: 
1. Some basic skills in reading and arithmetic. 
2. Knowledge of how to dress and care for himself. 
3. A good background of information. 
4. Tender assurances that his parents will be readily 

available. 
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45. A child who seeks to demonstrate his power in order 
to protect his pride, is more willing to consider his 
mistaken purpose when the adult: 
1. Demonstrates he is able to match the child in the 

power contest. 
2. Continually and willingly admits to the child's 

exertions. 
3. Openly admits that he (the adult) has no power 

over the child. 
4. Reveals to the child his purpose in the power 

struggle. 

46. If we work with but one child in the family and his 
behavior improves, we can expect to find that; 
1. Other troubles in the family "cure" themselves. 
2. Previously good siblings begin to "act out". 
3. Nothing else is likely to happen. 
4. We do not know what will happen. 

47. The infant should be subjected to regularity of feed
ing, since it is: 
1. A pre-requisite to good eating habits. 
2. An integral part of social living. 
3. Necessitated by consideration for mother. 
4. In keeping with the child's inability to care for 

himself. 

48. We are prepared to offer guidance to the child: 
1. When we know our feelings for the child. 
2. When we discern what the child feels for us. 
3. When we understand the cause of the child's be

havior . 
4. When we become aware of the interactional patterns. 

49. When the child produces faulty pronunciation, the par
ent could best help the child by: 
1. Correcting the pronunciation. 
2. Imitating the child's pronunciation. 
3. Showing ability to interpret and understand. 
4. Showing reluctance to understand what the child 

says. 

50. Influencing the child's behavior through encouragement 
is MOST dependent upon the adult's: 
1. Concrete actions. 
2. Underlying attitudes. 
3. Careful attention to work content. 
4. Properly directing the child's potentialities. 



APPENDIX D 

CHRISTENSEN - NEWLON COMPREHENSIVE EXAM 
INVENTORY OF SELECTED STUDENT BEHAVIORS 

Examiners' Manual 

The Inventory of Selected Student Behaviors has been 

constructed to be used as (a) mid-term evaluation of concep

tual understanding; (b) to provide evaluative feedback to 

the instructor as to the adequacy of content presentation; 

and/or (c) partial determiner of final grade in appropriate 

university courses, extension classes, or evaluation of in-

service workshops. This test may be administered to elemen

tary classroom teachers (K-8), undergraduates enrolled in 

practice teaching, or graduate students enrolled in counse

lor training. 

In judging the appropriateness of these tests for 

measuring subject matter content coverage for a given course 

of in-service training, consideration should be given to the 

following; 

1. The theoretical content of the Inventory is 

based on individual psychology as developed in 

the Education Model. 

2. The test content is restricted to four major 

educational objectives: Understanding human 

behavior, Goals of child rearing and education, 
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Democratic techniques of classroom management, 

and interaction of the teachsr-parent-counselor 

team. 

3. Classroom situations and student behavior are 

limited to elementary school situations. 

Two reliability coeffieients have been computed for 

this test. The Pearson test-retest coefficient is .91 and 

the Cronbach alpha coefficient is .76. 

In establishing some degree of logical relevance, 

ten experts were consulted and from these consultants the 

adequacy of the item in terms of the theoretical content was 

obtained. The experts' mean rating of item adequacy ranged 

from 3.5 to 4.8 (1.0 being inadequate and 5.0 being very 

adequate). 

The instructions to examinees are as follows: 

This booklet gives an opportunity to determine 
what you currently think or feel about selected stu
dent behaviors. After you have read each case study 
or situation, answer the question by marking the 
answer that best indicates what you think, feel or 
believe. Do not spend a lot of time on any one 
question. Carefully read and answer each question. 
If you are not sure of the answer make the "BEST" 
guess_ YOUR SCORE WILL EQUAL THE NUMBER OF ITEMS 
RIGHT. Make sure you answer all of the questions 
by marking your answer on the answer sheet, then 
quickly go on to the next question. 

PRINT YOUR NAME ON THE ANSWER SHEET 
DO NOT PUT YOUR NAME ON THIS BOOKLET 
MARK THE SPACE ON THE ANSWER SHEET THAT INDICATES 
YOUR BEST ANSWER. 

This test has no time limit. Typically the test can 

be completed in 30 to 90 minutes. 
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The score of the Inventory of Selected Student 

Behavior is the number of items right (S=R). 

Three separate answer keys have been provided for 

the Inventory of Selected Student Behaviors. The first an

swer key gives the scoring for the entire test. The second 

answer key gives the scoring for each of the educational 

objectives. The third key gives the scoring for the two 

taxonomy levels. 



99 

Inventory of Selected Student Behaviors 

Instructions 

This booklet gives an opportunity to determine what you cur
rently think or feel about selected student behaviors. 

After you have read each case study or situation> answer the 
questions by marking the answer that: best indicates what you 
think5 feel or believe. Do not spend a lot of time on any 
one question. Carefully read and answer each question. If 
you are not sure of the answer make the "Best" guess. YOUR 
SCORE WILL EQUAL THE NUMBER OF ITEMS RIGHT. Make sure you 
answer all of the questions by marking your answer on the 
answer sheet, then quickly go on to the next question. 

PRINT YOUR NAME ON THE ANSWER SHEET 

DO NOT PUT YOUR NAME ON THIS BOOKLET 

MARK THE SPACE ON THE ANSWER SHEET THAT INDICATES YOUR BEST 
ANSWER 
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Family Inventory 

Part I—A Family Constellation 

Father - age 44 - college graduate - successful salesman 
golfer 

Mother - age 42 - high school graduate - housewife since 
birth of first child - outstanding golfer 

Anne - age 10 

Betty - age 8 

Description of Children's Behavior 

Anne, in 5th grade, earns excellent grades and does 
very well in school. She is responsible and turns in re
quested classroom work. At times, Anne's need for approval 
or reassurance that completed tasks are correct annoys the 
teacher. More than the usual amount of effort is spent on 
her regular assignments. Anne also requires a great deal 
of time to complete school projects and homework. It has 
been observed that class peer relationships seem adequate, 
but Anne will only sit with two special friends. If these 
friends are seated elsewhere, she has been observed to be 
upset. A younger sister, Betty, is in another room at 
school. Often Anne walks by to check with the teacher on 
how the sister is doing. 

Betty, in the 2nd grade, is an average student. The 
teacher feels that she could do much better. Grade would 
improve if assignments were turned in on time and if the 
papers were not so messy. Betty is an attractive and ap
pealing student who enjoys being with peers. Teachers have 
often commented that she is "cute" because of very comical 
expressions and remarks. If it is time for arithmetic, 
Betty is always the last student to get out a book, paper 
and pencil. This is after the teacher has drummed fingers, 
patted a foot, reprimanded several times and finally given 
an absolute command to Betty. On the playground she has 
cried and pouted when things did not go her way. Usually 
Betty manages to get friends to help finish school work. 
However, tasks are given up easily and she manages to in
volve the teacher in these assignments. At the beginning 
of school the teacher was annoyed at this behavior. As the 
year has progressed, the teacher was not only annoyed, but 
has felt challenged into making Betty do her work. However, 
the teacher was unable to get Betty to accept responsibility 
and has arranged a parent conference. 
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During the conference the teacher found that Anne is 
helpful around the house and takes care of her room as well 
as a pet horse, Gety. However, at times it seems that Anne 
must be the sister's keeper and is constantly reprimanding 
Betty. She does a good job of babysitting Betty whenever 
Mom is not at home. The conference also disclosed that 
Betty seems to rarely accomplish anything without a constant 
reminder. Often late for meals, she is considered a finicky 
eater. Betty shows distaste for many foods apparently 
enjoyed by the older sister. Parents report that Betty is 
often threatened. Betty is inclined to tattle on the older 
sister. Since Betty cries often and easily, the mother and 
father feel that this is employed in an attempt to arouse 
sympathy. Whenever Betty is observed crying the Mother 
reports that Betty "has an overactive temper" and becomes 
incensed over apparently insignificant matters. Betty sel
dom does household chores, as a result Anne usually will 
complete them for her. 

1. What would you guess about the future for Anne? 
1. Attended college, couldn't decide on a major, got 

married. 
2. Graduates from college in Education, became a 

science teacher. 
3. Attended college, plans to join the Peace Corps. 
4. Graduates from college in Art, became an art 

teacher. 

2. The differences in Anne and Betty's personality reflect; 
1. Each child's heredity. 
2. The family constellation. 
3. The family atmosphere. 
4. The parental character structure. 

3. Anne spends an inordinate amount of time on school work 
due to her striving: 
1. For perfection. 
2. To overcome an inferiority complex. 
3. To be better than others. 
4. For academic excellence. 

4. Anne's peer relationships indicate: 
1. A lack of psychosexual development. 
2. An ego structure need. 
3. A familial role displacement. 
4. A lack of social interest. 
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When Betty fails to complete an assignment, the teacher 
should: 
1. Make Betty stay after school and finish. 
2. Send the assignment home and get the parents to 

make her do it. 
3. Ignore the behavior and it will extinguish. 
4. Give Betty a choice that is appropriate. 

Which of the following will help Betty develop 
responsibility? 
1. Praise her constantly on what a good girl she is or 

can be. 
2. Utilize her interests and talents in helping the 

teacher. 
3. Give Betty opportunities for making decisions and 

commitments to the class. 
4. Make sure she is punished when not doing what is 

told. 

Betty's present behavior in class appears to operate on 
the goal of: 
1. Attention. 
2. Power. 
3. Revenge. 
4. Assumed disability. 

We know Betty's current goal because the teacher feels: 
1. Irritated. 
2. Challenged. 
3. Hurt. 
4. Frustrated. 

When encountering difficulties in getting Betty to do 
arithmetic, the teacher should: 
1. Let development occur at Betty's own pace and do 

not push. 
2. Confront Betty with the problem so that present be

havior is discovered as unacceptable. 
3. Follow natural impulse and keep Betty after school. 
4. Leave Betty alone to experience the consequences. 

We know Anne's current goal because the teacher feels: 
1. Irritated, 
2. Challenged. 
3. Hurt. 
4. Frustrated. 
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11. Anne's present behavior in class appears to operate 
on the goal of: 
1. Attention. 
2. Power. 
3. Revenge. 
4. Assumed disability. 

12. In regard to Betty's pouting and crying, the teacher 
should: 
1. Comfort Betty until the crying stops, then inquire, 

"What is the problem?" 
2. Ignore the behavior and say nothing until a parent 

conference can be arranged. 
3. Ignore the behavior at that time and talk to Betty 

later. 
4. Ignore the behavior and later discuss with the 

class why children cry and pout at school. 

13. The best action when Betty has a temper tantrum is: 
1. For the parents to leave the scene, going to an

other room without comment. 
2. For the parents to tell the child that misbehaving 

won't get her anywhere. 
3. For the parents to send her directly to bed. 
4. For the parents to let her have her own way, refus--

ing will make her unstable in the future. 

14. Concerning Betty's lack of accomplishment at home, one 
might recommend that: 
1. The parents continue to remind her because she is 

too young to remember. 
2. The parents withdraw from the conflict, be firm 

about what they will do. 
3. The parents not place any demands upon a child in 

this stage of growth and development. 
4. The child be taught to do things correctly the 

first time whether she wishes to or not. 

15. What would be your recommendation to the parents con
cerning Anne's reprimanding the sister? 
1. Talk to Anne and say it is wrong to talk like that 

to a sister. 
2. Scold each time you hear Anne reprimand the sister, 

so that Anne will know you disapprove. 
3. Ignore the reprimands and comment each time Anne 

says something positive about the sister. 
4. Ignore the reprimands, and send the girls outside 

to settle the problem. 



104 

Family Inventory 

Part II--A Family Constellation 

Father - Joe Jones 

Mother - Mary Jones 

Jane 9, David 6, Sam 4, Angelica 2 

Teacher's Report 

At school David is a "pest" wherever he sits. We seat 
two children to each table in the classroom. David's seat 
has been changed several times. He takes his partner's 
crayons. He breaks the lead out of their writing pencils. 
He marks on their writing papers. David has spit on other 
children. I have also suspectcd that he was trying to trip 
me a time or two. 

David is capable of doing second grade work. However, 
he evidences this very seldom. His pattern of school work 
is inconsistent—sometimes completed and turned in, yet at 
other times "incomplete and left in the desk. 

David seems constantly on the move, although he doesn't 
leave his seat. He shifts his feet. He moves his head from 
up to down on the desk. He moves his chair. He drops some
thing and picks it up. All day long, this is David's day. 

On the playground he wrestles and fights. David told 
me that he could "whip" a third grader. 

Parent's Report 

When Mr. and Mrs. Jones came to school for the parent 
conference at report card time, the parents stated that 
David teases Sam. They feel this causes Sam to cry a good 
deal of the time. When David teases Sam, the mother says he 
is scolded or punished. Yet David just keeps on doing it. 
Sam is described by mother as a good little boy. He is 
quiet, lovable, and obedient. Jane, according to mother, is 
a good girl and a good student. She always dresses neatly 
and keeps her room in "inspection order." Jane is "mother
ly" with the other kids but doesn't get along well with 
David. David takes very good care of the baby, even better 
than Jane. Angelica is a good baby. She never seems to 
have any problems. All the children help her. 
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16. What would you guess about the future for Angelica? 
1. Attends college but can't decide on a major. 
2. Graduates from college in Education, becomes a 

science teacher. 
3. Attends college, plans to join the Peace Corps. 
4. Graduates from college, became an Art teacher. 

17. What would you guess about the future for Sam? 
1. Totally incapable, unable to succeed. 
2. Fairly good student, voted by senior class as 

most likely to succeed. 
3. Did poorly in school, dropped out of high school 

and became an auto mechanic. 
4. Completed high school and became a computer 

programmer. 

18. One way David's teacher could alleviate his problems 
with other children would be to: 
1. Ignore the behavior and later talk privately with 

David. 
2. Confront David with the problem everytime it occurs 

so he becomes aware of what he is doing. 
3. Ignore the behavior and say nothing until a parent 

conference can be arranged. 
4. Ignore the behavior and at some later time discuss 

with the class how to help David. 

19. What recommendation could you give the teacher regard
ing David's inconsistent school work? 
1. Comment only on the acceptable aspects of David's 

work. 
2. Let David work at his own pace and do not push. 
3. Confront David with the problem so present behavior 

is discovered as unacceptable. 
4. Follow natural impulse and keep David after school. 

20. What recommendations would you make to the parents con
cerning David's teasing of Sam? 
1. That mother take a more active part separating the 

two whenever Sam starts to cry. 
2. That mother take a less active part and let them 

fight their own fights. 
3. That mother talk to David about his purposes for 

provoking Sam into crying. 
4. That mother take a more active part giving addi

tional love and affection when David teases. 
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What recommendation could the teacher make to the 
parents concerning David's behavior at home? 
1. Praise him constantly on what a good boy he is 

or can be. 
2. Utilize his interests and talents in helping the 

family. 
3. Give David opportunities for making decisions at 

home. 
4. Make sure that he is punished when not doing what 

he is told. 
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Situational Inventory 

Part III--Selected Setting 

22. Donald has been asked to finish his arithmetic before 
working on an art project. When the teacher turned 
around, Donald was working on the art project and the 
arithmetic was unfinished. The teacher told Donald to 
get back to his arithmetic, which he did begrudgingly. 
After staring at his paper for a few minutes, Donald 
tore it up and glared at the teacher defiantly. At 
this point the teacher exploded, grabbed Donald and 
dragged him to the principal's office. What might have 
been a better way for the teacher to handle this situ
ation? 
1. Ignore the behavior and keep Donald after class. 
2. Allow Donald to work on the art project and stay 

after school to finish the arithmetic. 
3. Be firm with Donald letting him know that he can 

not get away with this behavior. 
4. In the beginning, give Donald an appropriate 

choice regarding his behavior. 

23. Donald's behavior could be explained by the following: 
1. The teacher's insistence caused Donald to rebel. 
2. Donald's conflict with the teacher was based on a 

lack of understanding. 
3. Donald perceived the teacher as forcing compliance 

which resulted in a power struggle. 

24. Jerry has been chronically late to school for the past 
two years. Each time there is a plausible reason, such 
as Mother didn't awaken him or his sister made him get 
in a fight. One morning he saw the teacher in the hall 
and smilingly said, "Well, I'm late again." The teach
er should: 
1. Say or do nothing about his being late, but ask 

that the work that was missed be completed. 
2. Take some of the fun out of being late by giving 

him a good talking to upon arrival in the class
room. 

3. Call the mother and ask her to see that Jerry gets 
to school on time. 

4. Refuse him permission to enter the classroom late 
without a written excuse. 
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25. Unlike his brother, Larry is one of the most discussed 
boys in the teacher's lounge. His reputation seems to 
have developed from the outstanding ability to create 
pandemonium in the classroom, throwing erasers and 
chalk or arguing and fighting with smaller boys. One 
explanation of Larry's behavior could be: 
1. Larry's need for attention and recognition causes 

him to create pandemonium in the class. 
2. Larry demonstrates that the most important thing 

is to be powerful and uses this to gain peer 
recognition. 

3. Larry is striving for significance, by being the 
best at being worst, thereby gaining special 
recognition. 

4. Larry is striving for peer recognition and uses 
immature behavior to gain acceptance. 

26. Victor does not participate in class. He deliberately 
isolates himself from the group and the class feels 
sorry for him. The best way for the teacher to handle 
this situation would be to: 
1. Appoint Victor chairman of a class project so he 

will gain social skills. 
2. Ignore Victor's behavior and allow peer pressure 

to operate. 
3. Allow Victor to be himself and provide reassurance 

and understanding at appropriate times. 
4. Provide specific opportunities for Victor to par

ticipate in classroom responsibilities. 

27. Betty, in the sixth grade, does all sorts of "cute" 
things in the class. The teacher and the class enjoy 
Betty's quips, jokes, and stories. An explanation of 
Betty's behavior could be: 
1. Betty "uses" this behavior to gain acceptance in 

the group. 
2. Betty's behavior is to gain special attention from 

the teacher. 
3. Betty feels a need to demonstrate her dramatic 

ability. 
4. Betty's behavior demonstrates that she has develop

ed a strong self concept. 
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28. Dickie, a poor student, is an asthmatic child in 
the second grade. He is frequently absent and only 
comes to school when his mother brings him. He rarely 
does school work and cries and whines. One explanation 
of Dickie's behavior could be: 
1. An overprotective mother has caused Dickie to feel 

helpless and inadequate. 
2. Dickie feels incapable of participating normally 

in class because of poor school attendance. 
3. Dickie's inadequacy is a result of the asthmatic 

condition and mother's overprotection. 
4. Dickie perceives himself as being inferior and 

inadequate, therefore, uses illness in a compensa
tory way. 

29. Mary's teacher bought a globe and placed it in the 
classroom. Mary didn't like the globe. She punched 
holes in to with a pencil. The teacher found out, 
repaired it, put it back, and talked to Mary. Mary 
punched holes in the globe again. This hurt the teach
er very much. The apparent goal in Mary's behavior is: 
1. Attention getting. 
2. Power. 
3. Revenge. 
4. Assumed disability. 

30. Since the globe was broken, Mary should have been 
allowed to: 
1. Pay for it out of her allowance or earn the money 

to repair the globe. 
2. Notify the parents of her deed and let them handle 

it. 
3. Write a theme about the care of globes and repair 

it. 
4. Come in after school and repair the globe. 

31. The first step in establishing a good relationship with 
a class requires: 
1. Democratic rules and procedures. 
2. An understanding of each child. 
3. Mutual respect. 
4. Establishment of mutual expectancies. 
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32. Three children are constantly competing with each other 
for grades, special privileges, and the teacher's at
tention. The first step for the teacher is to: 
1. Become uninvolved, ignore the competition, and 

demands for attention. 
2. Overlook the competitive spirit by pretending to 

not hear the arguements. 
3. Try harder to treat each one of them equally. 
4. Take time to explain that each should respect an

other's rights. 

33. The teacher has noticed that several children forget 
to bring pencils to class and constantly borrow from 
her. The best solution would be to: 
1. Ignore the requests to borrow pencils and begin 

the lesson. 
2. Allow the children to borrow pencils from their 

classmates. 
3. Send the children to their lockers to obtain a 

pencil. 
4. Loan the student a pencil after collateral has 

been obtained. 

34. A teacher can develop appropriate interpersonal re
lationships in a class by: 
1. Preparing a unit on personality development. 
2. Conducting classroom discussions. 
3. Making allowances for individual differences. 
4. Treating each child equally. 

35. At the beginning of the week, the teacher allowed the 
students to choose the jobs they wanted. Charlie 
volunteered to erase the chalkboards each day after 
school. After two days, Charlie announced he would 
rather have another job. The teacher should: 
1. Allow Charlie to trade jobs with someone else. 
2. Understand Charlie's need for variety and give 

him another job. 
3. Say nothing to Charlie and refuse to write on 

the chalkboard until it is erased. 
4. Tell Charlie that he must erase the chalkboard 

because it is his responsibility. 

36. Richard has a poor self concept and feels he does 
everything wrong. In order to help Richard, the 
teacher could; 
1. Ignore all the wrong things Richard does. 
2. Allow Richard to help children in another class. 
3. Reassure Richard that he is valuable and important. 
4. Praise Richard when he does something right. 
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37. Eight-year-old Kevin was noisily playing with toy 
magnets during spelling. Upon being told to stop 
he put the magnets away. A few minutes later he 
began playing with the magnets again. 
1. Kevin is seeking attention. The teacher should 

take the magnets away. 
2. The teacher should give Kevin the choice of putting 

the magnets away or giving them to her until the 
end of the day. 

3. Kevin's magnets should be ignored. He should be 
asked kindly to get started on his work. 

4. Kevin should be reprimanded. That will satisfy 
a desire for attention and he will quit bothering 
others. 

38. After being reprimanded for whispering to her neighbor, 
Connie systematically pulled everything out of every 
drawer in teacher's desk. When teacher saw the mess 
she sat down and cried at the thought of putting every
thing back. What is the best explanation of Connie's 
behavior? 
1. Connie was getting revenge on the teacher. 
2. Connie was making a desperate attempt for more of 

teacher's attention. 
3. Connie was showing teacher she could be boss. 
4. We need more evidence before drawing conclusions 

about Connie's behavior. 

39. Ten-year-old Miguel does not own a bicycle. Often he 
steals a bicycle from school in spite of repeated 
scoldings and threats from parents, police, and school 
officials. Miguel hides the stolen bicycles in his 
back yard. An effective means to deal with this be
havior would be to: 
1. Expel Miguel from school. 
2. Put Miguel in charge of a committee to work on 

preventing bicycle thefts. 
3. Recommend that Miguel have professional counsel

ing. 
4. Get a service club to donate a bicycle for Miguel. 
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40. Teacher said, "Peter, this is the tenth time I've 
told you to pick up these books." Peter said, "No, 
I won't!" With that, the teacher scolded Peter, put 
him in the corner, and picked up the books. 
1. Teacher demonstrated that the most important thing 

is to be powerful. 
2. Teacher demonstrated that the next time Peter had 

better pick up the books when told. 
3. The teacher demonstrated who is boss, and that 

Peter must do something when told. 
4. The teacher demonstrated that she will not give 

Peter undue attention. 

41. Karen was quietly doing her school work while teacher 
was visiting with a guest. When Karen began making 
noise, the teachcr asked her to stop and Karen com
plied. However, in a few minutes teacher had to ask 
Karen again to be quiet. In appears that Karen's goal 
is: 
1. Power. 
2. Revenge. 
3. Attention getting. 
4. Assumed disability. 

42. Every day Lupe, age nine, holds the class up by walking 
very slowly and stopping along the way to get drinks. 
The teacher has tried scolding, but has noticed no im
provement. What should the teacher do now? 
1. Appoint one of the good children to see that Lupe 

gets to the room with the rest of the group. 
2. Walk back to the room with the rest of the class 

and begin the next activity. 
3. Tell Lupe that the next time the class is held up 

she will miss recess the next day, and then follow 
through. 

4. Don't talk about it any more since Lupe already 
knows that the class has been inconvenienced. Just 
walk behind so that she can be hurried along with
out using words. 

43. You have a child in class who does not work. You feel 
that you "do not know what to do" and that "everything 
has been tried." The child's goal is: 
1. Attention getting. 
2. Power. 
3. Revenge. 
4. Assumed disability. 
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44. Teacher said, "Sammy get ready for arithmetic." A few 
minutes later she found that he had not begun to get 
ready and said, "Get ready for arithmetic, right now!" 
Sammy said, "uh-huh," but continued to dawdle. De
termined to make him mind, the teacher took him by the 
arm and got out his arithmetic. It appears that 
Sammy's goal is: 
1. Simple attention getting. 
2. Power with revenge. 
3. Power. 
4. Violent passivity. 

45. Darlene was the best student in class. She always had 
her papers done neatly and on time. When the new boy, 
Ralph, finished first several days in row, Darlene 
began to turn in sloppy, inaccurate papers. What is 
the best explanation of Darlene's behavior? 
1. Darlene has changed from constructive to destruc

tive behavior with regard to the papers. 
2. Darlene is seeking the teacher's approval and has 

chosen this method to gain attention. 
3. Darlene is seeking a way of demonstrating power. 
4. Darlene's high academic achievements were motivated 

by social interest. 

46. Cathy, first grade, would not do a simple worksheet. 
She just sat and dawdled. When the teacher asked how 
she was doing, Cathy replied she couldn't do it and 
looked helplessly at the teacher. What might the 
teacher do? 
1. Assign one of the bright children in the class to 

help Cathy with her worksheet. 
2. Ignore Cathy's comment and continue to help other 

children in the room. 
3. Understand that Cathy needs special attention and 

help her with the worksheet. 
4. Comment on how well she had written her name and 

help her with the first example. 

47. Mrs. Jones came to school and asked the teacher to send 
daily homework assignments with Barry so that he could 
receive extra help at home. What could the 
teacher do? 
1. Send daily homework assignments as the parent 

requested. 
2. Inform the parent that sending homework home is 

against school policy. 
3. Discuss the alternative way of developing responsi

bility with the parent. 
4. Ask Barry is he would like to take extra assign

ments home. 
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48. The teacher has discovered Brian stealing lunches. The 
most appropriate way to confront Brian would be: 
1. "Brian, I know you have been stealing lunches. 

Please return them to their owners." 
2. "Brian, why did you steal the lunches?" 
3. "Brian, you know better than to steal lunches. 

Don't let it happen again." 
4. "Brian, will you return the lunches now or in 

five minutes?" 

49. Howard, age 12, does not turn in assignments on time. 
What recommendations could you make to the classroom 
teacher concerning this behavior? 
1. Make an example of him before the group, pointing 

out that when Howard's older brother was in class 
you never had this trouble. 

2. With the class, discuss the merits of being on time 
with work assignments, the value this will have in 
the future, and mention that all late papers will 
be thrown away. 

3. Pick up all papers at the assigned time without 
comment. Also without comment, grade only the 
work that is completed. 

4. Each time Howard does not finish assignments on 
time, ask him to stay after school. 

50. Max, a sixth grade student, disturbs the class by being 
noisy, leaving his desk, and being silly. What recom
mendations could you make to the teacher concerning 
Max's behavior? 
1. Have the teacher privately talk with Max. This 

will assure him that the teacher understands the 
causes of misbehavior. Later discuss the problem 
with the class and enlist their cooperation in 
ignoring Max's behavior. 

2. Have the teacher privately talk with Max about how 
often he wishes to be noticed. Once this has been 
decided, the teacher recognizes Max only the agreed 
number of times. 

3. Privately tell Max that she can no longer tolerate 
provocative behavior and will immediately send him 
to the office the next time there is misbehavior. 

4. Have the teacher discuss with the class the rules 
of proper classroom behavior. After the discussion 
announce that everyone disturbing the class will be 
made to stay after school. 



APPENDIX E 

ADLERIAN VIEW OF 
HUMAN DEVELOPMENT AND RELATIONS 

Course Outline 

I. Home and Society 

A. Historical Perspective 
1. Historical basis of traditional autocratic 

adult-child interaction 
2. Permissiveness as an over reaction to autocracy 
3. Evolution of democratic ideals 
4. Misconceptions of democracy as a basis for 

breakdown in adult-child relationships 
5. Intercultural comparisons 
6. Evolution of minority militancy 
7. Revolution of youth 
8. Bankruptcy of reward and punishment as basis 

for adult control 

B. Need for the Development of New Traditions of 
Adult-Child Relationships 
1. Reevaluation of child-rearing practices 

a. Love as mutual respect 
b. Increased emphasis on equal value of child 
c. Development of adult-child relationship 

based on concept of equality. 
2. Replacement of autocratic techniques with 

practices consistent with the democratic ideal 
3. Intrinsic vs. extrinsic control 
4. Need for understanding motivation of individual 

behavior 

II. Understanding Human Behavior 

A. The Individual Psychology of Alfred Adler: An 
Alternative Psychological Point-of-View 
1. Man as a social being: Social nature of man 

a. Personality is the result of social 
interaction 

b. Personality is expressed in movement toward 
others 

c. Fundamental human desire to belong 
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2. Dynamic unity of personality 
a. Holism 
b. Teleolgy 
c. Individuum 
d. Social embeddedness 
e. Idiographic vs. nomothetic behavior 

3. Heredity and environment 
4. Individual creative power 

a. Psychology of use 
b. Individual perception and evalution of the 

nature of the world 
5. Formation of life style 

a. Trial and error learning 
b. Nature of individual perception 

6. Dynamics of inferiority feeling 
a. Inferiority feelings 
b. Inferiority 
c. Inferiority complex 
d. Misconceptions of "superiority" 

7. Perceptual variables 
a. Family atmosphere 

(1) Family as a social unit 
(2) Parental relationship 

(a) Cooperation 
(b) Competition 

(3) Parents as social models 
(4) Parents as models for interpersonal 

relationships 
(5) Family pattern not deterministic 
(6) Methods of child training 

b. Family constellation 
(1) Influence of ordinal position on 

perceived familial role 
(2) Social competition as a role influence 
(3) Other influences on perceived roles 

(a) Childhood illness 
(b) Age separation 
(c) Sibling death 
(d) Foster children 
(e) Adopted children 
(f) Influence of divorce and 

remarriage 
(g) Cultural variables 
00 Effects of inter-cultural, 

racial, religious marriages 
(i) Ordinal position of parents 
(j) Occupational and socio-economic 

factors 
c. Physical characteristics and compensation 
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8. Teleological model of human behavior 
a. Fictionalism 
b. Finalism 
c. Goal-directed behavior 
d. Psychology of uselessness 

(1) Mistaken goals 
(2) Compensating behavior 

e. Disruptive life styles 

III. Goals of Child Rearing and Education 

A. Social Interest 
1. Social usefulness 
2. Self appreciation/esteem 
3. Empathy 
4. Mutual respect 
5. Tolerance 
6. Sharing 
7. Feeling of belonging 
Social Competencies 
1. Responsibility 
2. Independent action 
3. Social interdependency 
4. Effective decision making/choice making 
5. Accountability for choice 
6. Appropriate interpersonal relationships 
7. Awareness and involvement in community of man 
8. Giving and receiving love 
9. Learning to understand purpose of behavior and 

feeling in self 
10. Concept of social contributions 
Three life tasks 
1. Work 
2. Marriage/love 
3. Friendship/community life 

IV. Democratic Techniques for Child Rearing 

A. Effect of Discouragement 
1. Goals of misbehavior 

a. Attention 
b. Power 
c. Revenge 
d. Assumed disability 

2. Misbehavior as compensating behavior 
3. Diminished social interest 

B. Effect of Encouragement 
1. Enhanced social interest 
2. Enhanced self esteem 
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C. Parent's Role in Discouraging Children 
1. Humilitation 
2. Over-protection 
3. Low expectations 
4. Over-expectation 
5. Punitive measures 

D. Parents' Role in Encouraging Children 
1. Mutual respect 
2. Positive recognition of individual 
3. Providing group membership 
4. Appropriate expectation 
5. Unconditional acceptance of individual 
6. Emphasis on positive behavior 

E. Specific Methods of Group Management 
1. Goal disclosure 
2. Natural consequences 
3. Logical consequences 
4. Group discussion 
5. Problem-solving techniques 
6. Democratic group organization 
7. Role-playing 
8. Sociometric devices for group organization 
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