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ABSTRACT

A COMPARATIVE ANALYSIS OF ALTERNATIVE
INNOVATIVE LEARNING ENVIRONMENTS

By

Douglas G. McKenzie

This experiment developed and evaluated two alter-
native educational models which utilized different role
requireménts for both students and teachers. Subjects were
randomly assigned to either a Small Group subsystem com-
posed of 30 subjects randomly assigned to 6 groups, an
AVT subsystem (audio-visual tutorial) with n = 26, or a
Control subsystem with n = 26. It was hypothesized that
the experimental groups would be superior to the control
in achievement, student satisfaction, locus of control and
other measures. Analysis of variance and covariance indi-
cated the Small Group subsystem significantly more effec-
tive (p < .05) than the other conditions in 6 of 11 achieve-
ment measures, 2 of 3 satisfaction measures, 2 of 4 motiva-
tion measures cooperation with group goals, and identifica-

tion with groups. The AVT subsystem was not significant.
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CHAPTER 1

THE PROBLEM

Introduction

During the past ten years many educational institu-
tions often experienced tensions, turmoil, and controver-
sies ‘between dissident groups over critical issues facing
both the educational community as well as society at
large. In the late 1960's college campuses were frequently
the scene of unrest as students voiced their dissatisfac-
tion with the Viet Nam War,’national priorities, or the
more immediate priorities and policies of the colleges
themselves. The discontentment often took the form of
confrontation between students and administration with
demands being made for the universities' greater respon-
sitteness to the myriad of social problems as well as the
need for educational change. Iterative claims by students
commonly included demands fqr representation in adminis-
tering educational policies, curriculum more relevant
to their perceived needs, and some control over class con-
tent and how student assessments were made.

Concurrently, significant changes were also
happening at the secondary and elementary level. The

foremost important issue facing many schools
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was the demand for equal educational opportunity for the
many disadvantaged students traditionally excluded from
the main stream of society. Struggles were fought both

in the classrooms and courtrooms to open the doors of his-
torically segregated institutions. Minorities from all
segments of the country were demanding greater access

and control over those educational/social processes from
which they were habitually barred. They were demanding
the right to close the gap in achievement and other suc-
cessful school experiences which were directly related to
the educational opportunities denied them. These were the
same members of our society who were victimized most
severely by other discriminatory practices.

This is illustrated in the interrelated problems of
educational failure, school drop-outs, and juvenile delin-
qguency. Studies have shown that achievement differences
between students from varying economic and social back-
grounds increase over time, as lower income and non-white
students fall progressively farther beyond. As the gap
continued to increase, the victims of unequal opportunity
experienced repeated educational failures destroying any
incentives to continue in the educational process.

Another school experience that is often associated
with delinquency is the feeling that the educational system
is fundamentally irrelevant to later life. Because school
tasks, demands, and rewards are seen by many youth as

having no payoff in the future, the school career becomes



meaningless and empty. Schools may augment feelings of
alienation by utilizing textbooks and other curriculum
materials which may have little relevance to the exper-
iences, language style and skills of its students.

Another problem may be the use of teaching methods
and techniques that are geared to the background, skills,
and deficiencies of particular groups of students but e
which might be inappropriate for other groups. Partly
as a result of inadequate understanding or inappropriate
control or instruction technique, some teachers have been
found to spend as much as 80 percent of their classroom
time dealing with non-academic tasks such as exerting
classroom control.

For some students the defeating helix becomes increas-
ingly clear: 1lack of meaningful and successful educational
experiences lead to dropping out of school which usually
means being unemployed and it is this segment most prone
to be active in delingquent acts. e

While the overall dropout rate has been slightly
declining between 1960-1970, the rate of dropouts for
minority youth in the 16-17 age range is nearly twice that
of white youth in -the equivalent age group
32%¢ and 18% respectively. High school drop-
outs are especially affected by unemployment rates, as
reflected in the fact that 32% of all high school drop--
outs between 16 and 24 were unemployed in 1963 and the

rate increased to 52% in 1970 (Bureau of Census, 1970).



Some studies report that school dropouts have over ten
times higher delinquency rates than high school graduates.
One study of over 2,200 inmate paroled from Michigan
prisons in 1971 showed that 87% did not graduate from
high school. Of that same group 61% were first arrested
before their seventeenth birthday. One of several common
denominators among the current inmate population in Mich-
igan prisons is the lack of a high school education,

88% come to prison without a diploma. (Michigan Depart-
ment of Corrections, 1976)

Concomitant to the concern for those who have failed
and dropped out of school or are otherwise disaffected
is the concern for those students who are staying in them
but reportedly are achieving at lower levels.

The number of high school seniors scoring at high
levels on the Scholastic Aptitude Tests has dropped dra-
matically since the mid-1966s. Between 1967 and 1974,
the number of high school juniors and seniors scoring
above 700 on the verbal S.A.T. test fell 50%. The number
of students scoring above 600 fell by over 33%. The
average S.A.T. scores in 1975 declined from the pre-
vious year by 10 points on the verbal section and 8
points on the mathematical portion. Although the S.A.T.
scores had been declining steadily since 1964, the 1975
averages represented the largest drop in the paét 12
years. The average verbal score in 1976 was.down 3

points from the previous year while the average



in the mathematical section was the same as in 1975.
Since 1972 the average verbal S.A.T. score has declined
22 points and the mathematical scores have aropped 12
points. There is some evidence that the S.A.T. scores
of students in 14 of the 15 largest cities in the U.S.
may be declining at even a faster rate.

A plethora of changes and modifications in the
educational network, from elementary to college level,
have been recommended in response to the various problems
highlighted above.

Nearly ten years ago the Presidential Task Force
on Juvenile Delinquency recommended that students be given
significant voice in educational planning and decision-
making; that students be given some share in the exper-
ience of authority which is meaningful; that the instruc-
tional process be altered to reflect the relevant needs
of students (1967). It was pointed out that students
are generally forced to take a passive role in the teacher-
learning process and are given little opportunity to be- *
come actively and meaningfully involved. Other researchers
have also proposed altering the traditional classroom
role structure with suggestions ranging from the/ﬁse of
peer tutors to use of programmed instruction The var-
ietal recommendations are based on the generally held
belief that one of the most effective ways to respond to
potential dropouts and other disaffected students is to

actively engage them in the educational process. This



principle underlies proposed modifications in school
instruction to place a greater emphasis on the active
rather than passive role in the learning process. It
is believed that involvement of students in the instruc-
tional process can have a considerable positive effect
on achievement, student satisfaction and consequently on
their interest and commitment to education.

All classrooms across the country can be con-
sidered social environments, each with similarities
and differences not unlike those found in other settings
throughout our society. A classroom could be described,
for example, in terms of its role definitions, communica-
tion patterns, group processes or many other social/
psychological constructs just as easily as it might be
defined in educational terms. Almost any survey of educa-
tional research conducted in the last ten years will
reveal a focus on teaching and learning techniques in the
context of considering the classroom as a social system.
Studies reflect theoretical approaches which may vary
from behavior modification and operant learning theory
to the more humanistic position which serves as a frame-
work for the "open classroom" (Silberman, 1970). Many
divergent views have been set forth proposing the struc-
tures of a learning environment. There are those which ‘
clearly prescribe the rules, regulations, objectives and
achievement levels for students as well as those which

rely upon a more fluid classroom structure utilizing



alternative methods of learning and teaching techniques.
The orientation for this research study is derived
from the experimental social model building methodology
developed by George Fairweather and his associates (Fair-
weather, 1964, 1967). This method involves the identifica-
tion of several possible alternative solutions to a par-
ticular social/educational problem, the subsequent develop-
ment of subsystems utilizing the hypothesized alternative
solutions, and the longitudinal comparison of these sub-

systems to evaluate their effectiveness according to a

i
vy

number of social change criteria.  This research, there-
fore, does not represent a singular theory so much as it
reflects an overall methodology concerned with the empiri-
cal comparisons of alternative subsystems.

Educational settings at most levels, be they
secondary, or college have a number of character-
istics in common. Perhaps the most notable is tﬁe social
structure of the basic unit, the classroom. The tradi-
tional classroom is typically defined by very specific
role functions for both the teacher and the student. 1In
the most simplistic terms, the teacher's role is viewed
as that of the provider of information while the student
is the recipienth These roles are operationalized by the
teacher lecturing and the students more or less listening.
Certainly, there are often departures from this simplisﬁic
model that may take the form of group discussions, class

projects, etc. but the fundamental superordinate-subordinate
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nature of the teacher-student roleé still prevails as the
rule rather than the exception. /

A role requirement of most teachers is to maximize
the amount of information or subject material that is
learned or acquired by students. A concurrent assump-
tion often posited is that the more interesting the class-
room experience the more students will learn about a given
subject area. Little research has been Eonducted to even
operationalize an "interesting classroom experience"
much less to support the assumption. However, some de-
ficiencies in the traditional classroom model have been
defined: students' eipressed dissatisfaction with their
"powerless role" in learning; their desire for more active
participation in the learning experience; utilization of
more alternative methods of teaching and learning. 1In
short, there is considerable reason to examine the social

structure of the conventional classroom more closely and

to propose alternative models which can be evaluated.

Purpose of the Study

The purpose of the study is to develop and evaluate
the comparative effectiveness of alternative educational
models which utilize different role requirements and be-

haviors for both student and teachers.

Subsystem I
The first experimental subsystem will combine social

psychological principles of small group interaction as



as well as certain reinforcement strategies of behavior
modification. It involves students interacting in a small
peer group format with the peer group being the main in-

structional vehicle for this subsystem. Students discuss,

i
| 3

course topics, raise questions, and make decisions as a

-

/
group in issues related to the subject material. The in-

dividuaivmember of the group acts as both a teacher (im-
parting information) and a student (receiving information)
depending upon his or her own specific needs as well as
the needs of the other group members during the course of
the experiment. Each group member is responsible for
aiding and assisting the problems that their fellow group
members encounter in learning different aspects of the
subject material. For example, topic X might be well
understood by group member A and not understood by member
B, C, and D. Topic Y, on the other hand, may be understood
by group member D and not by members A, B, and C. 1In
each instance, the group members are to assist their peers
in various topical problem areas. While one member might
be functioning as a "teacher" in explaining one problem
area to other members of the group, he or she might be a
"student" for another area which is less understood and
requires more explanation. In this subsystem the members
function as a group and their performance is judged on a
group contingency. For this model, the teacher's role is
changed from that of a traditional lecturer and "sole

source provider" to more of a facilitator and resource
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person called upon by the group to answer certain questions,
provide additional explanations, and make suggestions about
the group performance.

Subsystem II -

The second experimental subsystem utilizes a mod- g

ified programmed instruction module. It is an audio-visual
tutorial (AVT) program with individual carrels which pro-
vides each student with access to the subject material
through a coordinated tape player and slide projector
combined into a modified programmed instruction module.
The distinguishing characteristic of this subsystem is
the overt response required by the student to the mult-
iple questions presented vis-a-vis the AVT. This model
also allows the student to regulate the AVT according to
the students' own rate of learning. It can be accelerated
forward to different sections in the subject unit for those
students who master a particular section quicker than others
and it can be reversed for those students who wish to
repeat certain material. This allows students to custo-
mize the instructional module to meet their individual
needs. As in the first subsystem, the teacher's tradi-
tional role is modified to be that of a facilitator or

'y
a resource person. Since the AVT is designed to be a L

completie instructional unit by itself, the teacher's role
—~

is changed to that of answering specific questions, elab-

orating upon topics presented in the AVT, or suggesting

further information which augments the AVT topics.
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Subsystem III

The third subsystem is a control group for the other
two experimental conditions. It represents the traditional
classroom found in many schools throughout the country.
The roles assumed are conventional. The teacher is the
main provider of subject material by presenting a lecture
on the same topics offered in the experimental conditions.
The students are the recipient of the lectures by listen-
ing and taking notes. Formal rules, such as raising the
hand when asking questionsk/serve to preserve the charac-
teristic superordinate-subordinate roles often found in
a classroom. Compared to the experimental subsystems, the
students have ?gpassive role in this educational setting.
The teacherNigﬂéssentially the "sole source provider" of
information.

These subystems are designed to compare the effects
of alternative student and teacher roles on student per-
formance and interest. The primary social change outcome
criteria are increased student performance and student

interest.

Major Hypotheses

The major hypotheses are that the experimental sub-
systems when compared to the control subsystem will result
in: higher achievement, greater student satisfaction, a
greater sense of internal locus of control, and greatef
motivation.

A detailed list of the specific research hypotheses

for each variable is presented in Chapter III.
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Theoretical Background

The hypotheses for this study originate from re-
search previously conducted in the fields of mental health
and education. The first experimental subsystem was de-
rived from pioneering work in community mental health.
This involved the implementation of a small group ward in
a mental hospital (Fairweather, 1964). The focus of the
small group ward in that experiment differed from the
usual mental health rehabilitation programs in that it
was primarily concerned with the formation of functional
small groups who performed on a continuous, autonomous
basis within the context of the hospital ward. 1In that
reéearch project, rather than focusing on individual be-
havior and individual rehabilitation, the entire social
stfucture on one of the hospital's wards was modified
to accomodate the creation of reference group, their own
peers. It was that group which became the basie unit to
which the individual members belonged and had a well de-
fined and established role; that role being substantially
different from the traditionally subordinate passive role
of a patient in a mental health hospital. The autonomous
small group approach called for| the peer group member to
have active responsibilities bdth to himself and his group,
to take an active participation in his own rehabilitation.
" In essence, the small group became the therapeutic treafment
unit in the hospital instead of the individual patient; it

was the major vehicle for self improvement and rehabilitation.
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In this research, the basic premises of the small
group ward were utilized in the classroom setting. Stu-
dents assumed the roles of members of small groups, .were
to take an active part in deciding how class material was
to be mastered, and their performance was judged primarily
on a group basis. At each class session the individual stu-
dents would meet with their own peer group and tackle
the course material as a group effort. The members would
divide the subject material among themselves according to
the strengths and limitations of each member. Those stu-
dents with mastery in one particular area would share that
understanding through an explanation to the other members.
This process would continue until the group as a whole
reached a consensus that each of its members had a solid
understanding of the subject matter.

While the small group ward study used outcome mea-
sures related to mental health rehabilitation, this basic
model with its emphasis on increased decision-making,
active participation, and shared responsibility, was
adopted for an educational setting with achievement,
student satisfaction, and other psychological/educational
related variables as outcohé measures.

The second subsystem find its theoretical framework
grounded in research conducted by operant learning and
behavior modification theorists (Skinner, 1968). Skinnér's
research has fully elaborated the principles of operant

learning theory with its applicability to the educational
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processes in general and programmed instruction in speci-
fic. An elementary proposition of both operant condi-
tioning and programmed instruction is that a desired overt
response is more likely to occur again if that rgsponse

is reinforced or receives appropriate feedback “(Skinner,
1953) . The reinforcement of a correct response acts as

a reward which increases the probability that the correct
response will be repeated. An important characteristic
of any programmed instruction technique is that it details
the specific reinforcement contingencies for correct re-
sponses.

One argument used to support the use of programmed
instruction is that it enables the students to progress
at his or her own individual rate. Skinner (1964) con-
tends that holding students together for instructional
purposes in a class as a whole is probably the greatest
inefficiency in our educational system.

Another argument used to support the use of programmed
instruction is that the student must actively engage in
overt behavior to obtain the desired reinforcements (de
Gracia, et al., 1964). Programmed instruction strategies
provide the contingencies needed to apply the principle
"learning by doing." A similar argument states that pro-
grammed instruction and operant learning principles en-
ables students to solve problems not by exercising some-
nebulus "mental ability" but rather by altering either

the external situation or the relative probabilities of
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parts of the students own response repertoire (Pressey,
1960) . Both arguments of active participation through
overt responses and individualizing the rate of responding
and learning are congruent with the building of a subsys-
tem designed to provide alternative roles, behaviors, and
decision-making when compared to the traditiomal classroom
format.

Although reinforcers can assume a variety of forms,
in the case of a simple linear programmed instruction unit
a correct answer to a programmed instruction unit or a cor-
rect answer to a programmed question serves as a rein-
forcer by assuming that the acquisition of the desired
response is more inherently pleasing than the incorrect
answer. The AVT subsystem in this research amounts to a
modified programmed instruction module since it did not
have the meticulously detailed branching sequences charac-
teristic of a Skinnerian program. However, its combined
audio and visual presentation of segmented subject material,
carefully punctuated with key questions asked of the respon-
dents at the end of each segment, constituted an individ-
ualized programmed learning technique. While structurally
different from the small group subsystem, there are common
conceptual elements in both. The alternative roles within
the experimental subsystems are primarily characterized
by more overt participation and increased decision—makiﬁg
on the part of students when contrasted to the more

passive role within the conventional classroom set up.

Vi
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In the small group model these factors are operationalized
through the functions of the small groups. The learning-
teaching role in those small groups require active partici-
pation by its members through questioning, answering, and
explanation in the group meetings. The AVT model oper-
ationalizes these characteristics by requiring students

to actively respond to programmed questions asked of them
as well as self regulating their own rate of progress
through the programmed units.

In contrast to the overt responses and active par-
ticipation required in the experimental subsystems, the
infrequent or even absence of question raising or answer-
ing often typifies the students' role in the conventional-
classroom format. Except at examination time, passivity
and non-responsiveness is almost expected.L/It is generally
assumed that the bulk of the students' effort takes place
during periods of study outside the classroom. The teachers
role of authority is clearly prescribed. The teacher is
supposed to be the acknowledged authority both in reference
to subject material and in class conduct. The lecture
which is presented is often the primary source of informa-
tion for the students and tﬁe teacher controls the content
of the lectures. The third subsystem in this research is
the control model and attempts to simulate these character-

istics of a conventional classroom.
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Overview

In Chapter II a detailed examination of the liter-
ature will be reviewed as it conceptually and empirically
relates to the different subsystems. The use of small
groups in mental health research as well as structural and
functional characteristics of small groups will be examined
both in the context of general group operations and aca-
demic achievement. The foundations, uses and effective-
ness of programmed instructions and related individualized
learning environments will be reviewed. Finally, research
relevant to the comparison of different instructional
modes will be reviewed.

Chapter III will include a discussion of the pro-
cedures, instruments, subjects, ,and statistical analyses
used in this study.

Chapter IV will present the analyses of the relation-
ships between the experimental and control subsystems as
measured on multiple outcome criteria. The specific re-
search hypotheses are also presented.

Chapter V will include the summary results and

discussion of implications as well as limitations of this

study.



CHAPTER 1II

REVIEW OF THE LITERATURE

This research project draws upon principles and
research frﬁm a number of different disciplines.
The development of the Small Group subsystem relies
upon concepts based in organizational psychology and
social psychology. The AVT subsystem uses principles
in behavioral psychology and educational psychology.
Both experimental models benefit from previous re-
search in mental health, juvenile delinquency, and
education.

Characteristics and Dynamics
of Small Groups

There has been a great deal of research into the
characteristics of small groups. For example, studies
have focused on how groups are formed and why; the incen-
tives operating to influence one to join a group; attri-
butes which distinguish between a cohesive group and a non-
cohesive group; roles of group members; characteristics .of
group performance and productivity; types of feedback

necessary for certain levels of performance; roles and

18
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association patterns within groups; distinctions between
types of small groups such as task groups or social groups
and many other social psychological features of small
groups.

In studying a number of parameters of small group
behavior, Cartwright and Zander (1968) list the following
characteristics of a group's incentive value: a) attrac-
tiveness of group members, b) similarities among members
(values, attitudes, beliefs), c) nature of group goals,

d) type of interdependence among members, e) type of activ-
ities of the group, f) style of leadership in the group,

g) opportunities to participate in decisions, and h) size
of group.

Festinger et al., (1950) state that attractiveness
of the group to its members and the amount of communica-
tion between the member and the group are major factors
in maintaining group cohesion. The more atg;attive that

belonging to the group appears to a member and the greater
(S

the communication among all members,‘the greater cohesion
within the group. The cohesive group can perform tasks
more efficiently than a disorganized, non-cohesive group.

There is also evidenéé that the performance of a
task by a group is often superior to that of an individ-
ual.

In investigating the role small groups play when com-
pared to the productivity of an individual, Zander (1971)

found that people often work harder for small work teams

r»# 
[¢V
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than they do for themselves. The small group is perceived
as the worker's "home" within a larger organization. A
number of other researchers have also provided evidence

of the superior productivity of peer groups over individ-
uals (Blau and Scott, 1963; Katz and Kahn, 1966; Smith,
1967) .

\‘ N

individual task accomplishment is a major focus of this el

The comparison of peer group task accomplishment to

current research. It appears that a small peer group is
a social unit to which an individual can easily develop

a frame of reference for one's identity in certain situa-
tions. When an entire group's performance is dependent
upon the performance of each of its members, that peer
interdependency apparently acts as a greater incentive
toward influencing behavior than when one is working alone
without peer group pressues. The mutual reliance upon
each other amalgamates the individual member into a body
capable of greater productivity. Individually, a member
becomes more involved in the group's fate if rewards for
the group's success will be equally shared and the flow
of work requires that each member perform a part of the
total task (Zander, 1971)1///

Another factor influencing a group's productivity
is the feedback the group receives concerning its activ-
ities. Deutsch (1949) studied participants in a group
who expected a unitary form of feedback. They developed

more awareness of the interdependent relationship among
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the group members and a strong desire for the group as

a whole to do well on an assignment. Thomas (1957)
concluded that group members are more willing to accept
the interdepending relationships once members realize
they will be judged as a group. When a reinforcement is
perceived as coming to the entire group and not just cer-
tain individuals, members can more easily identify their
role as a group member. -

Glaser and Klaus (1966) studied contrasts in team
performance when feedback was provided and when it was
not. They found that when feedback stoppedQ/ghe team
performance deteriorégéd. Reintroduction of feedback
caused performance to improve and the absenceof feedback at
a later time again resulted in deterioration of group per-
formance. The researchers found that feedback on indiv-
idual efforts did not cause improvement in a group's per-
formance; feedback on the performance of the ent%re team
was necessary for better output by the teamvx’”‘

In other research, Zander (1971) found that when
subjects had an opportunity to receive feedback by compar-
ing the performance of their own group with the scores
of the other groups, they weighed the referent scores as
well as their own units performance in selecting a future
aspiration level. Jayaratne et al. (1974) found that a
group's performance level was positively related to receiv-
ing feedback concerning their own group's performance as

well as that of other competing groups.
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Group performance and productivity are also a func-
tion of the types of goals or objectives which the group
either sets for itself or has set for it. 1In goal-setting
decisions, the group--like an individual--must often con-
tend with two conflicting tendencies: the need for achieve-
ment and the fear of failure. When a group has a strong
desire to succeed, the members tend to choose more real-
istic and attainable goals and to perform hard to achieve
those goals. When group members have a strong desire to
avoid failure, they tend to choose either very easy or
very difficult goals z;d they may not work as hard to
attain them.

In experimental groupings of high school boys given
specified tasks, the researchers attempted to infuse a
strong sense of unity into the experimental groups by
telling them that their abilities and temperments were well-

matched and by asking them to choose a group name for their

-

team. Opposite tactics were used with thes:;sxk“ groups,

whose members were addressed as individuals“and who were
told they did not match up well. The strong groups con-
sistantly chose more realistic goals for their projects
and'performed better then less unified groups (Zander, 1971).
This research indicated that when a group is treated as a
group, such as being addressed as a group, enabling them

to choose their own name, etc., a sense of unity is fostered
which in turn helps promote productivity.

‘By increasing the responsibility for the accomplishment
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of one's own group, the entire group experiences increased
team spirit and desire for success (Zander, 1971). 1In
an experiment, using 16 three-member groups of matched
high school boys, the researchers assigned leadership
positions for half of the group tasks to the one member
of each group with high scores on individual motive to
succeed; non-leadership positions were given to the mem-
ber with high motive to avoid failure and to a third
member with intermediate motive scales. A reward condi-
tion was set up for half the tasks and a cost condition
for the other half. High achievers reported more tension
in the cost condition where their personal needs for success
clashed with the group need for avoiding failures; the
failure avoiding subjects experienced greater tension
during the reward condition tasks where their personal
fear of failure conflicted with achieving group success.

Giving those members in the group who actually do
the work more say about how much they do and how they do
it places each of those members in a more central position
in the group; in effect, transferring more responsibility
for the group's success or failure to the individual
(zander, 1971).

In other research on group composition, Sanders,
et al., (1964) hypothesized that groups composed of mem-
bers representing a continuum of social activity (heter-
geneous) would perform more adequately than groups com-

prised of more homogeneous activity (i.e., all low activity
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or all high activity). Using a behavioral activity index,
patients were given social activity scores over a two
week period. The total distribution of these numbers was
divided at the median and four experimental groups were
randomly selected from above and below median groups to
comprise the following four groups:

1. Homogeneous-high: all social activity scores
above the median.

2. Heterogeneous-high: Two thirds of the scores
above the median and one third below.

3. Heterogeneous-low: One third above the median
and two thirds below the median.

4. Homogeneous-low: all scores below the median
social activity score.

The staff at the hospital judged the heterogeneous-
high to perform significantly better than the other groups,
both in general performance and in problem-solving. It
soughf and received more information from the staff about
its members which was seen as necessary for‘good problem-
solving. This study also showed that negative and positive
evaluations of group performance had a differential impact
depending upon the composition and performance of the group.
A positive evaluation of a group performlng well helped
maintain continued effective functlonlng// For a poorly
performing group, the samg/p051t1ve evaluation did not re-
sult in any improvement://A negative evaluation of an
adequately performing group seemed to demoralize the group
and did not result in improvement. A negative evaluation

of an ineffective group produced the opposite result; it
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performed better the following week. This study clearly
demonstrated that judgment from an authority figure sub-
stantially affected the performance of task groups. And
that the groups' response to sgeh judgment was dependent

e

upon their past performance “(Sanders, et al., 1964).

Other factors such as liking patterns within a
group, sense of satisfaction with the group, and motiva-
tion are also correlated with activities of a group.
Several theoretical analyses (Gronlind, 1959) and empir-
ical studies (Sewell, Haller, and Straus, 1959, and
Wilson, 1959) directly relate peer group processes to aca-
demic motivation and success of individual students.

Studies completed by Echelberger (1959), Lippitt
and Gold (1959), Vvan Egmond (1960), and Sears (1959) on
elementary school groups, as well as studies by Elkins
(1959) and Schmuck (168) on high school youth indicate
that peer liking patterns are associated with a student's
classroom, that over time these associations achieve stab-
ility through formal and informal small group formation
and that having low liking status in a well defined peer
group is associated both with negative characteristics
of mental health and low utilization of academic abilities
(Schmuck, 1963). This relationship appears to hold for
both individual and group performance. The more group
members with a low liking status, the lower the perfor-

mance of the entire group both in academic and non-aca-

demic achievement tasks (Noblit, 1973). //

-
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A study which is very relevant to the Small Group
subsystem in this research invéstigated group performance
and student satisfaction in a psychology class (Zander,
1969). The students were asked to form groups of five to
seven members. Each group was to select and study an
established organization in the local community and to
write a report about that organization in accordance with a
mimeographed set of instructions. Each was required, in
addition, to prepare a report of its own group's procedhres
while accomplishing the assignemnt. The grade given to
the written report, and that each member received for the
joint project, was one fourth of his grade for the course.
Thirteen groups were created. Eécﬁ;group had the same
task and a common set of rulesz/ Unlike the later research
(Zander, 1971) during this project the group members had
no reliable evidence about the quantity or quality of
their group's work compared to that of other groups.

A brief questionnaire was given to all students at
three separate times, each about three weeks apart. The
questionnaire included such categories as: ratings of the
quality of the group performance, personal participation in
the group, satisfaction with the group and with personal
performance, and others. Among the findings of this
group study was that the mean rating of group performancg
at each measurement period revealed a generally increasing
positive trend toward favorable perceptions of their group's

performance, from 75% placing it on one of the six better
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ranks (out of 13 possible) at the time of the first mea-
surement to 90% among the top six at the final measure-
ment ten weeks later. This seems to indicate that the
students were not immediately pleased with their role as
a group member but rather that student satisfaction with
their group roles and performance has to develop over
time. Most likely it develops as a result of more succ-
essful experiences within the group.

Fixsen et al. (1973) found that the opportunity to
affect decisions resulted in more youth particiaption
in daily self government meetings. In a more recent study
(Kifer et al., 1974) the authors found the amount of
participation allowed in the decision making process dur-
ing self government meetings to be directly related to
the clients' ratings of the fairness, pleasantness, and
educational value of the self government process.

Organizational psychologists have studied the inter-
relationships between roles identities in larger groups,
such as large organizations or bureaucracies, and member
sense of satisfaction. Tannenbaum (1961) found that
workers who have some sense of power in most large organ-
izations are generally more positively disposed toward
supervisors and managers and their managers are more
positively disposed toward them. The sense of power
within an organization enables a person to more easily
identify with that organization and thus promote a greater

sense of satisfaction. Blau, et al. (1962) also found
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that the greater the power a worker has, the greater the
job satisfaction and the identification with the organiza-
tional unit.

Likert (196l1) found that an organization pattern in
which substantial power accrues to both group leaders and
members appears to be a major factor underlying effective
organizational performance and member satisfaction.

Morse and Reiner (1956) found that lowering the locus of
power along the hierarchy of a group leads to increases
in‘members motivation to produce, identify with, and get
involved in the group. Likert (1961) suggests that the
effective social organization is characterized by suppor-
tive relations, mental respect, confidence and trust and a
substantial system of interaction and influence among
members and between members and leaders.

Morse et al., (1956) suggests that a more equitable
distribution of power within a group leads to greater
organizational effectiveness. Furthermore, there is a
definite correlation between: 1) amount of power in a
large group or organization and organizational effective-
ness, and 2) member partici?ation in decision making and
member satisfaction.

Much of the social psychological research on small
groups is done in laboratory settings where various exper-
imental conditions are simulated and operationalized. it
can often be argued that laboratory studies yield data on

group performance and characteristics which bear little
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relationship to the nature of groups acting in the real
world. A large part of the theoretical and empirical
basis of this experiment is grounded in pioneering re-
search on the use of small groups in mental health, as
developed by George Fairweather and his associates, and
in the field of juvenile delinquency.

Initially, Lerner and Fairweather (1963) studied
the social behaviors of chronic schizophrenics in super-
vised and unsupervised work settings. The small groups
of'patients worked at policing a dormitory under one of
two conditions of staff supervision: maximal (active
leadership) and minimal (where patients were left to
their own devices once the tasks were set). Relying on
measures of performance (making beds, etc.) and social
behavior (verbal interactions) over a seven week period,
the researchers found the less supervised group developing
more cohesiveness, less dependency on staff decisions,
and some indication of increased job performance. The
more effective groups were superior in the number of days
in which they completed all the assigned tasks and showed
more consistent improvemént in the amount accomplished
each day.

A subsequent longitudianl research project conducted
by Fairweather (1964) demonstrated the utility of smalll///
groups in a plental hospital functioning more autonomously
over time. “That experimental treatment procedure focused

upon the formation of autonomous, task oriented small
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groups which performed on a relatively continuing basis
and whose goal was the creation of a total alternative
social situation. This social system was defined in
terms of responsibilities and privileges within the small
group.

The results of the experiment showed that these
patient led groups altered the perception of the patients'’
role from that of a subordinate individual to that of a
peer group member. The status of each member was up-
graded from that of a passive recipient of treatment
(whose dependencies were fostered by the traditional
treatment modes) to that of an essentially independent
person willing to accept responsibilities and perform
necessary tasks.

Fairweather (1964) felt that if the patient popula-
tion could be organized into cohesive groups within the
hospital setting, these groups could then return to the
community with their group and perform in a legitimate
social role. These task groups could provide mutual sup-
port and well defined decision making guidelines for their
members. Essential to this model was the belief that in
order to make a successful transition as a group into the
community, these task groups must be capable of problem
solving and providing mutual assistance to their individpal
group members. It was important that the groups were given
meaningful problems to solve and that these problems

were relevant to each member of the group as opposed to
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irrelevant token tasks. The resolution of the functional
problems was a product of realistic group decisions,
in which there was an active participation by all members.
In magy traditional mental health programs (as in
many traditional educational programs) the majority of
problems regarding a particular patient are handled on an
individual basis. This procedure clearly allows for the
patient to view their role as a subordinate and essentially v///
powerless one in which one must rely upon the staff for
théir final decisions with little or no patient input about
the possible outcome. In contrast to that, the small
group system created by Fairweather clearly defines the
member's role as that of a participant in group discussion,
problem solving, and recommendations. Although the hos-
pital staff retained the final authority to accept or
reject the group's recommendations, the primary respon-
sibility of the task groups was to make realistic apprai-
sals and recommend courses of action about significant
problems facing the patients. The more realistic the
decisions of the group, the less need for any staff inter-
vention or modification and therefore, the more likely
the group decision would be carried out. This created a
model where patients had control over their behavior.
Fairweather (1964) found that the mere presence of
a staff member (even if the staff member was only a silént

observer) interferred with the formation of the patients'

autonomous task group. By having a staff member physically
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visible (however passive or silent) the patients immed-
iately attributed the role of a group leader to the staff
and therefore relied upon him or her to provide direction
and make decisions for the group. This immediate acqui-
esence to an authority figure defeated the goal of the
creation of autonomous problem solving groups. This im-
portant finding was incorporated into the creation of

the Small Group subsystem for this research. 1In a class-
room setting, the role of authority is easily attributed
to a teacher, and therefore, the imgédiate presence of a
teacher in a small group meeting would interfere with

the formation of the group into an autonomous, problem
solving unit.

To alleviate this, Fairweather (1964) instituted
the note system of communication. A note would be written
to a task group describing a particular problem and
placed in a box. The group would then take the note from
the box, discuss the nature of the problem, and make
appropriate recommendations to the staff to ameliorate
the problem. Through this mechanism, the task group was
forced to rely upon itself for direction and decision-
making. Since the forced self-reliance helped the groups
develop their problem solving abilities, the same commun-
ication mechanism was adopted for implementation in this
study. This research will test the feasibility of such'
Q note system in an educational setting where the problem

Solving will be directly involved with academic achievement. L////
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Fairweather found that the patients in the task
groups attempted to solve problems by utilizing the sug-
gestions of any group member who was willing to partici-
pate. These groups established norms of behavior which
were constructive and problem oriented while at the same
time preserving free verbal exchange. This experiment
showed that it is possible to coalesce a group of indi-
viduals who were not task oriented, were incapable of
carrying out most normal social functions, and who for
the most part had not adapted to society into a unified,
problem solving group capable of accomplishing specific
tasks. It is this type of group formation which is the
major focus of the Small Group subsystem in this study

but within an educational context.

Internal Versus External Locus of Control

One of the focal points of this experiment is the
examination of whether different learning modalities effect
how students perceive their roles, especially as they are
related to what extent students have a feeling of control
over the consequences of their behavior.

One of the educational issues investigated in recent
years is students' reaction!to feelings of being over-
controlled in the face of bureaucratic processes, rules,
customs and procedures which govern their lives at school.
Many students perceive this process and its administra-.
tors as restrictive and undemocratic. When a school struc-

ture facilitates the development of a role for staff as
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the keepers of law and order, students perceive their
teachers as caretakers rather than as educators. Often
the role relationships are translated into a superordinate-
subordinate paradigm. The students frequently view them-
selves in a subordinate role vis-a-vis the teacher, with
little or no control in their own educational environment.
Sometimes the feeling of powerlessness or of lack of con-
trol is experienced by the teachers as well, especially
if they are working in a large school or university which
has a rigid, unresponsive bureaucracy. The teachers may
find themselves in a subordinate role in such an organiza-
tion. Moeller and Charters (1966) examined the feelings
of powerlessness among elementary and secondary classroom
teachers from 20 different school systems that had been
rated for degree of bureaucratization. The study measured
sense of power from the standpoint of the ability of
teachers to influence the larger organizational forces
that shape their school policy. Among the findings were:
1) school systems characterized by an arbitrary, oppressive
style of administration also tend to be those in which
teachers' mean scores on sense of power are low; and
2) teachers in highly bureaucratic systems have a signif-
icantly higher, not lower sense of power than those in
less bureaucratic systems.

Chesler and Barakat (1967) and Barakat (1967) founa
that the more teachers feel they are personally influential

ang have a greater sense of internal control, the more
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they innovate and share educational practices.

More frequently, it. is the students who feel alien-
ation and a lack of control over their educational pro-
cesses and outcomes. This study contends that a student's
belief in his own educational efficacy can be measured by
the student's sense of internal control. Belief in inter-
nal control represents a person's belief that reward
follows from or is contingent upon his own behavior as
opposed to the belief that rewards are controlled by
forces outside himself and may be independent of his own
actions. This variable subsumes a sense of one's own
competency to influence the outcomes of situations through
his own actions, plus a belief that hard work, effort and
skill are the important determinants of success in life.

This notion of control over the outcome of one's
behavior is captured in the concept of "internal-external
locus of control" as explicated by Rotter (1966):

When a reinforcement is perceived by the subject as

following some actions of his own but not being en-

tirely contingent upon his action, then, in our cul-
ture, it is typically perceived as the result of
luck, chance, fate, as under the control of power-
ful others, or as unpredictable because of the great
complexity of the forces surrounding him. When the
event is interpreted in this way by an individual,
we have labelled this belief as external control.

If the person perceives the event as contingent upon

his own behavior or his own relatively permanent

characteristics, we have termed this a belief in
internal control.

One of the first attempts to measure a generalized
e@xpectancy of belief in external control as a psycholog-

dcal variable was begun by Phares (1957). Phares developed
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a Likert-type scale with 13 items stated as external
attitudes and 13 as internal attitudes. He found that

the items stated in an external direction could identify
the externally oriented. He then found high agreement be-
tween the external items and chance situations versus
skill items. In other words, the externally oriented
person relies on chance, luck, rather than skill to manip-
ulate the environment. Lucky breaks determine his pro-
gression goals in life.

In testing chance as related to the I-E variable,
James (1958) tested reinforcement under chance and skill
conditions. The internal group did not use chance in
making decisions when possible; the external group relied
on chance to give desired resuits.

One set of research findings with the internal-
external dimension involves the prediction of externality
in known ethnic groups. Battle and Rotter (1963) used a
projective I-E test and found that lower SES blacks were
significantly more external than lower SES whites or
middle SES whites and blacks. In addition, highly external
children reported significantly lower mean expectancies
for success on a line matching test and raised their expec-
tancies after failing and lowered them after success more
often than subjects low in externality.

Using subjects enrolled in a southern black college,
Gore and Rotter (1963) found that the I-E scale predicts

the type and degree of commitment behavior exhibited to
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effect social change. Those subjects scoring lowest in
externality signed statements expressing the greatest
amount of interest in social action, while the more exter-
nal subjects either expressed no interest in participation
or minimal involvement. Strickland (1965) replicated these
findings in her comparison of black activists in the civil
rights movement with black non-activists. After control-
ling for education and socioeconomic status, she found
activists significantly more internal on the I-E scale.
In a review of research concefning the I-E control con-
struct, Lefcourt (1966) said that those groups whose
social position is one of minimal power either by class
or race tend to score higher in the external direction..

Delinquent males scored significantly higher on the
external scale compared to non-delinquent males of the same
age, race, and SES background. However, the I-E scale
did not differentiate between delinquent and non-delinquent
females (Pooley, 1969).

When the I-E scale was given to a prison population
(Rotter, 1965), it was found that the prisoners tested
(age 18-26, eighth grade reading ability plus) had a higher
internal score than would be predicted for the population
(x = 7.72 as cbmpared to a college freshman population of
X = 8.46 on the External score).

Henderéon (1974) administered the I-E scale to 160
Probationers to determine whether there was any significant

Xelationship between that scale and seven other variables:
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type of crime, race, number of adult offenses, number of
juvenile offenses, risk, living area, age at time of last
offense. He found that multiple offenses were significantly
related to the Internal scale. Age was signifigant in

that almost four times more of the older defendants scored
higher on the Internal scale. Harris (1974) found no sig-
nificant differences among delinquent youth on_the I-E

scale and their criminal history.

According to Wittes (1970) the relevance of locus
of control for educational settings becomes clear when
one considers that society has an ordered procedure for
teaching its young through the student teacher relation-
ship; it is institutionalized in the schools with people
in formal roles who have the power to control one another.
Each has some power to influence the other's behavior.
This creates a stable and predictable setting in which the
limits of behavior for every individual are known and in
which one can build a satisfactory authority position of
which he can be sure, knowing that he has certain methods
of controlling even those who ignore his authority.

Wittes (1970) indicated that the belief that an
individual has control over.the outcome of his or her
behavior has a critical relationship to academic behavior.
The relationships between I-E control and achievement mot-
ivation and achievement behaviors were investigated by
Crandall, Katkovokz, and Preston (1963) using their own

S cale, Intellectual Achievement Responsibility (IAR) to
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measure "self-responsibility”" in achievement situations.
They found a positive relationship between free play
achievement behavior, achievement test scores and IAR
scores for boys but not for girls. Cellura (1963) found
a direct positive relationship between the SRA academic
achievement test and IRA scale with lower socioeconomic
status high school boys. Franklin (1963) studied a
national stratified sample of 1,000 high school stu-
dents and reported significant positive relationships
between the internal score on the I-E scale and reported
evidence of academic achievement motivation.

Fahs (1973) investigated perceptions of powerless-
ness, i.e., external control, among college students.
Using the T-group training method, Fahs attempted to
increase a sense of internal control with a group pro-
cess oriented course compared to control subjects,
taught by the same instructors, who completed a behav-
ioral science course in which a different educatinal
mode was used. The experimental subjects all increased
their score on the internal end of the I-E scale. How-
ever, because of a large nu&ber of confounding variables,
the results are open to question.

The Coleman (1966) study measured "sense of control
of the environment" of respondents in grades six, nine, ‘and

twelve of the national survey on Equality of Educational
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Opportunity. The measure was based on three questions

1) Good luck is more important than hard work for success;
2) Every time I try to get "ahead, something or someone
stops me; 3) People like me don't have much of a chance

to be successful in life. For this general population
the authors reported: "Of all variables measured in the
survey including all measures of family background and
all school variables, the attitudes of interest in school,
self-concept and control of environment showed the strong-
est relationship to achievement at all three grade levels.
For the minority group population, control of the envir-
onment was more strongly related to achievement than any
other variable. Students who perceive a sense of control
have a much higher achievement than those who do not."

Both the analytical techniques and the inferences
drawn from the Coleman report have been subjected to ser-
ious criticism (Mosteller and Moznihan, 1972). Neverthe-
less, other research has supported the relationship
between locus of control and achievement (Bachman, 1970;
Crandall, Katkovsky, and Crandall, 1965).

Bachman, (1967) reported that internality, as mea-
sured by the Rotter Scale, is highly correlated (.30 and
above) with variables which indicate achievement motiva-
tion and social responsibility, and moderately correlated
(.20 - .30) with measures of academic achievement.

Morrison (1966) employeda revision of the Rotter

Scale and examined the differential effects of instruction
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in terms of pupil attitudes toward the teacher, and achieve-

ment in each group. The major relevant findings were:

1) internal students were found to have more positive atti-

tudes toward teacher and learning environment than exter-

nal students; 2) internal students demonstrated greater

gains in achievement than do external students. These

studies provide consistent evidence of the positive relation-

ship between student internality and academic achievement.
Gurin, Gurin, Lao and Beattie (1969) presented findings

from a number of studies based on a modified Rotter Internal-

External Scale and a variety of motivational and performance

measures. Factor analysis of the Rotter I-E Scale items

revealed that the major loadings took place on two factors

which they called 1) "sense of personal control," and

2) "control ideology." A sense of personal control, which

has considerable overlap with other concepts such as sense

of competence or personal efficacy, represents a person's

feelings of whether or not he can influence the outcomes

of situations through his own actions. The respondent

who scores at the internal end of the continuum of this

scale has a strong conviction about his competence and be-

lieves he can control what happens in his life. The respon-

dent who is rated on the external end feels that what

happens in his life is the result of luck, chance or fate,

and not of personal skill, ability or effort. The ideo-

logy of control, on the other hand, is designed to

measure the respondent's ideology or general beliefs about
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the role of internal and external forces in determining
success or failure in the culture at large. The respon-
dent who rates at the internal end in this scale believes
that hard work, effort, skill, and ability are the impor-
tant determinants of success in life. The person who is
rated at the external end believes that success follows
from luck,chance, or the right breaks.

In a study of black college students Gurin, et al.,
(1969) find that students who have a high sense of "per-
sonal control" also expressed heightened expectancies of
success. They have confidence in their abilities for
~academic and job performance and aspire to jobs that are
more prestigeful and demanding--characteristics that have
been related to high achievement motivation in many studies
reported in the achievement literature. However, the
authors find no relationship between "control ideology"
and these same measures. They find that the "personal"
control measure and the "ideological" control measure
work in opposite ways in the performance area. Students
who score higher on internal "personal control" also score
higher on achievement tests, achieve higher grades in
college and perform better on an anagram task. 1In con-
trast, those who are strongly internal on the "ideolog-
ical" dimension perform less well on this dimension than
the more strongly external students. On the basis of
these findings and similar ones from a study of high

school drop-outs, the authors suggest that those items
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from the Rotter I-E Scales that load on "personal control"
factor more closely captﬁre the concept of "belief in
internal control" articulated in Rotter's definition.

However, there are some researchers who have questioned
the notion of a generalized trait like locus of control or
like self-esteem (Becker, 1964; Michael, 1968). Wiley (1961)
similarly notes the disagreement over the conceptual similar-
ities of generalized measures of self-esteem, self-concept,
etc. Measures of "personal control" and "internal control"
may be as!difficult to differentiate as "self-esteem" or
"self co;cept." Brookover's (1965) self-concept of school /
ability ‘and Weber, Cook, and Campbell's (1969) academic self-
concept are examples of attempts to measure a trait for a
more restricted range of behavior.

Calyson (1973) investigates possible counsel relation-
ships between self-esteem, locus of control, and achievement
in two models he posits: Model 1 assumes that changes in
self-esteem cause more subsequent changes in chievement
than vice versa; Model 2 considers self-est émjto be a con-
sequence of achievement rather than a cause?

He found no pattern of causal predlminance between
general self-esteem and achievement for children of any
age, race, or sex. He found achievement to be causally
predominant over academic self-concept; locus of control
was found to be causally predominant over achievement in

males, but not females, although only two of the studies
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he analyzed had measures of locus of control and only
one of those had measures on females.

In discussing the implications of the study, Calysn
said that findings support Model 2, namely that acC}éVe-
ment is a stronger cause of acadeﬁic self-concept. This

position is strengthened by the limited effect Brookover
/

/

(1965, 1967) had in increasing academic achievement by /
first increasing students' self-concept of school ability.V/
The increases which were achieved disappeared one year

after the treatment was discontinuedA//These findings

were also consistant with Maccoby and Zellner (1970). .They/,
considered self-est?gm to be a consequence of achievement/
rather than a cause.

Calysn (1973) further argued that if locus of control
is in fact causally predominant over achievement, education
programs should utilize techniques aimed at increasing in-
ternal control.

White and Howard (1970) found that an instructional model
which forced seventh grade students to assume the role of
scientist and devise his own program of study was superior
to a more teacher directed curriculum for those students
externally controlled. Thi; model makes the externally
controlled student behave more like internally controlled
students by assuming the responsibility for the consequences
of their behavior.

Individualized instructional modules which are sé-

quenced so that the student succeeds a higher proportion
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of time is a good example of an educational technique to

increase internal control (Maccoby and Zellner, 1970).

Behavior Modification, Programmed Instruction,
and Other Techniques

Principles of behavior modification can be viewed
as summary statements of learning principles derived from
extensive and systematic laboratory research on the rela-
tionships between environmental events and behavior. The
systematic and explicit application of learning principles
in remedying human problems constitute the original mean-
ing of the term "behavior modification." There are behav-
ior modification techniques based on both "operant" and
"respondent" learning principles (Brandura, 1969). Respon-
dent learning principles are based on research (e.g. Pav-
lov, 1927) on the acquisition of reflex-like responses
(i.e., responses that are elicited by specific preceding
stimuli). Operant learning principles are based on re-
search on the acquisition of behaviors that operate on the
environment to produce consequences for the operator.
Comprehensive summaries of operant learning principles
can be found in a number of .texts (e.g., Holland and
Skinner, 1961; Sherman and ﬁaer, 1968; Skinner, 1953).

In learning theory conceptualizations, behavior is
viewed and defined as involving the interaction of the
individual with a particular environment. Thus, the par-
ticular aspects of an individual's behavior are not only

- a function of the individual and his response tendencies
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(whether conceptualized as related to personality or dis-
position) but also to the physical and social environ-
ment which may serve to elicit, facilitate, evoke, and
even provoke certain types of behavior.

Underlying operant behavior modification is the
social learning view that behavior, be it social-inter-
actions or skill acquisition, is learned (Bandura, 1969).
This view of behavior has been applied in the fields of
mental health and corrections as well as education. This
"educational”" or learning model for deviant behavior is
in sharp contrast to the traditional "medical" model
which depicts deviant behavior as symptomatic of under-
lying pathology. Stated differently, the socially mal-
adaptive behaviors of an individual in a mental health
or correctional institution are not viewed as indicative
of illness in the usual psychiatric sense. Rather, the
assumption is made that the individual lacks certain skills
necessary to function in ways that are more socialy adap-
tive and/or that the individual lacks adequate regulation
of and discrimination with respect to his behavior. This
is analogous to the educational premise that a student who
lacks certain requisite skifls in one subject cannot
progress to another.

In most behavioral treatment approaches, social and
environmental events are rearranged in a manner designed
to teach the participant (i.e., student, patient, inmate)

the skills that will help him become a more successful
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member of his family school, job, and community (Wolf

et al., 1974). The rearrangement of social and environ-
mental events usually ihvolves: (a) the establishment

of an incentive system in which events occur contingent

on learning and engaging in selected target behaviors,

(b) the use of methods to teach or elicit appropriate
levels of the target behaviors, and (c) the use of meth-
ods designed to increase the likelihood of "generalization"
or maintenance of behavior changes to situations outside
the treatment environment.

Common types of behavior modification programs in-
clude such techniques as programmed instruction, token
economy, behavioral contract or contingency management
incentive system. The experimental subsystems in this
research utilize many of the principles in programmed in-
struction and the contingency management system. The
Audio-Visual-Tutorial subsystem uses a modification of
programmed instruction in its presentatiéﬁ of the subject
material with the taped audio program combined with the
slide presentation in each individual carrel. These car-:
rels, as is true of other programmed-related instructional
techniques, are based upon the most fundamental operant
conditioning principles: feedback or reinforcement and
overt responding. Feedback refers‘to the process of the
respondent receiving information back coficerning the cor-
rectness or effectiveness of the initial response. Gen-

erally, the more accurate and immediate the feedback
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(reinforcement) , .the greater the probability of a subse-
quent correct response (Skinnef, 1968; 1970).

The concept of overt responding is closely allied
with that of feedback. An overt response, especially
when there is feedback for that response, strengthens the
response chain between the respondent and the external
environment. Through the overt response, the relation-
ship between the respondent and the enviornment can be
tested (Skinner, 1968; 1970).

Some studies (Marsh and Sherman, 1966; Silverman,
1966) conclude that the act of making a response (overt
or covert) is crucial to problem solving. Researchers
investigating laboratory problem solving behavior indicate
that verbalizations lead to better performance on discrim-
ination tasks (Pyler, 1967; Rossman and Goss, 1951; Kurtz
and Howlang, 1953; Wolff, 1957; Wier and Stevenson, 1959).
Overt behavior occuring in the form of classroom discus-
sion produced better results compared to a lecture (Faw,
1957; Bovard, 1951; Bloom, 1953; Eglash, 1954). Maxwell
(1971) used 135 students and tested whether overt respond-
ing in the classroom had a positive effect on retention.
The results did support the‘hypothesis when achievement
was measured with a fill-in instrument but the hypothesis
was not supported when achievement was measured with a
multiple choice instrument. Other studies with programmed
instruction concluded that the differences between overt

and covert responding on achievement were not significant



49

(Coulson and Silberman, 1960; Krumbaltz and Wersman,
1962; Cunnings and Goldstein, 1964; Crist, 1966).

In the past few years, numerous research projects
have been done with programmed instruction at various
levels of education. As Schramm's (1962, 1964) reviews
of various studies have :indicated, superiority of programmed
devices over traditional classroom methods has not been
clearly established. Goldstein (1964) summarized research
on three learning variables in programmed instruction:
the program, the presentation mode, and the learner. The
reported studies of program variables and of presentation
mode showed inconclusive differences.

The effectiveness of programmed instruction was in-
vestigated by Doty and Doty (1964) in relation to five
student characteristics: cumulative grade point average
(GPA) , creativity, achievement need, social need, and
attitude toward programmed instruction. Significant cor-
relations were attained between scores on an achievement
test over the programmed unit and GPA, creativity, and
social need. When effects of GPA were partialled out, sig-
nificant correlations were found between achievement on
programmed instruction and ;ocial need.

Many of the fundamental principles of operant con-
ditioning have been used extensively in training juvenile
delinquents, prison inmates, and mental health patients
in remedial education, vocational education, trade training

programs, and even college level courses (Patterson, 1963;
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Burchard, Lyler, 1964; Furmiss, 1964; Buehler, Patterson,
Furmiss, 1966; Akers, 1966; Dinsmoor, 1966; Lang, 1966;
Schwitzgebel, 1967).

Stuart (1972) examined the use of behavioral con-
tracts, feedback systems, and programmed instruction
modules in effectively assisting both delinquents and
their families. He found that the delinquents needed to
receive positive reinforcement as a direct consequence
of correct behavior for behavior modification to be effec-
tive. The most effective positive reinforcement came in
the form of verbal praise from parents, teachers, or sib-
lings or in the form of positive feedback of a correct
response in an individualized instruction module. \/

In teaching high school drop-outs remedial verbal
and mathematical skills, Clark, Lachowicz, and Wolf (1969),
used a simple linear programming technique. Despite its
simplistic programming approach, the authors reported a
greater utilization and usage of programmed instruction
then when a similar group of drop-outs had classes using
the traditional teacher format.

Clements and McKee (1969) found that prison inmates
progressed at a faster rate‘and with a lower error rate
with programmed instruction than before the P.I. was in-
troduced. Using individualized instructional packages
both increased the efficiency of study habits and also
made students rate their learning environment as being

more satisfying when compared to non-individualized
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classrooms (Fox, 1966; Cohen, 1968). It appears that
enabling students to progress at their own rate through
the use of programmed instruction gives them a greater
sense of control over the consequences of their efforts.
This, in turn, leads to a greater feeling of satisfaction.
One could hypothesize that the students using programmed
instruction would score higher on the Internal end of
the I-E scale and experience greater satisfaction. This
is suggested by Bachman, et al., (1967); Morrison (1960;
Gurin, et al. (1969) and others cited earlier. The rela-
tionship between the self regulation of programmed instruc-
tion, internal locus of control, and sense of satisfaction
will be studied closely in this research as the programmed
instruction subsystem is compared to the other subsystems.
When comparing the effects of teacher imposed versus
student self-imposed response contingencies on academic
achievement, Lovitt and Curtiss (1969) found the self-
imposed contingency schedule to be superior. Lloyd and
Knutzen (1969) found that students who paced themselves
in programmed instruction made fewer errors and increased
their achievement level higher when compared to students
using a programmed instruction with a fixed response con-
tingency rate. These findings are consistent with Zimmer-
man, Zimmerman and Rider (1970) when they compared a self-
paced classroom which included programmed instruction among
other devices with a teacher imposed classroom schedule.

This is also consistent with studies by Semb (1976) who
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found that self regulated programs are particularly
beneficial to students who perform poorly in traditional
courses. In a study of matched students in conventional
lecture classroom groups and self regulated groups, low
performance students in the traditional group gained
1.43% between the first and third exams while comparable
students in the self regulated groups gained 16.14%.
Lagowski (1976) found that students using self regulated
and computer assisted methods showed significantly higher
achievement than students taught by conventional methods.
Some students finished the course material in 70% of the /
time allotted for it ih conventionally taught classes. b/
A combination of audio visual presentations and self
regulated programmed instruction in individual carrels
was found to be the most effective learning combination
for teaching remedial reading and vocational materials to
prison inmates (McKee and Seay, 1968; Seay, 1967).
Meredith (1968) found that allowing a student to
monitor his own self-paced progress coupled with using
"correct responses" as reinforcement from programmed in-
struction enabled those who had been labeled as slow
learners to progress at approximately the same rate as
the rest of the class. Seay (1967) pointed out the
facilitative role that teachers can play in conjunction
with programmed instruction where the teacher responds
to students who use programmed instruction by elaborating

on certain concepts as questions arise. This results in
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a more efficient use of time for both students and teachers
as found by Lagowski (1976) in a study using a computer
assisted course.

Roid (1971) compared computer-assisted instruction
mode to a printed program instruction mode. The computer-
assisted instruction (CAI) prepared an introductory psy-
chology course using a IBM teletype system. Portions
of the lessons involved branching and remedial instruction
and were designed as basically frame-by-frame instruction
requiring the student to respond by typing in a word or
phrase. A parallel set of lessons was prepared by making
a written version of the CAI lessons, which required the
reader to make overt responses only after approximately
each fifth frame. Branching characteristics were main-
tained by using a "scrambled text" format where necessary.
Significant increases between pretest and post tests of
learning were found for each of the five CAI lessons in
the experimental group and for the last two of the written
lessons in the control group. A multi-variate analysis
of covariance using lesson posttests of learning as depen-
dent variables and lesson pretesfs as covariates revealed
no significant differences between the experimental and
control groups.

Using a Skinner oriented learning process called
the Auto-Paced Process, Siemankowski (1971) compared it
to conventional instructions in terms of 1) achievement in

physical science, 2) attitudes toward science,
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3) understanding the processes of science, 4) ability to
prepare science unit plans, and 5) time required to com-
plete course assignments. The results show the auto-
paced group scored significantly higher on achievement,
had strongly favorable change in attitudes, prepared better
science plans, and required 78 per cent less time to com-
plete assignments. There were no differences between
groups in understanding scientific processes.

Bhusan (1971) compared a linear programmed text-
book with the same biology test material taught in the
usual way. An achievement test based upon both the pro-
grammed text and the usual text was constructed by the
teacher and given to all students (62 in the experimental
group and 43 in the control) as a pretest measure. At
the end of the experiment the same test was again given
to both groups to get achievement test scores. The results
support the hypothesis that programmed instruction, as
compared to conventional classroom teaching, was signif-
icantly more effective.

The research cited up to this point has reviewed the
importance of programmed instruction as an operant learn-
ing technique and its effecsiveness as an educational
method for allowing students to control their own rate of
progress through self regulation and the use of positive
reinforcement. The operant principles for these techniques
are operationalized in the AVT subsystem in this research.

Another behavioral method is the contingency management
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system which serves as the basis for the Small Group
subsystem. In a contingency management system a partici-
pant can earn points contingent on their behavior and
exchange those points for privileges (Kagdin and Bootzin,
1972). The systematic use of a contingency system can
serve to strengthen appropriate behaviors through positive
reinforcement and to weaken inappropriate behavior through
such response cost procedures as point fines. Using a
contingency system to teach complex skills can be facili-
tated by teaching the skill(s) in carefully graduated in-
cremental steps (Bandura, 1969; Kaufmann and Wagner, 1972;
Schwitzgebel and Kolb, 1974; Kirigin et al., 1975).

Behavior modification programs involving contingent
responses and comprehensive teaching procedures have been
shown effective in teaching skills to predelinquent and
delinquent youths in homework skills resulting in increased
grades (Kirgin, et al., 1975); the skills involved in the
appropriate acceptance of negative feedback (Timbers et
al., 1973); employment interview skills (Brankman et al.,
1974) ; successful interactions with parents (Kifer et al.,
1974); and other living-learnin§ situations.

In a CASE II (Contingencies Applicable for Special
Education) project, youths participated in a behavioral
program where points were earned for participating in an
educational program involving programmed instruction. With
the points the youths could purchase privileges such as

store items, a private room, and access to a lounge with
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jukebox and television. A total of 41 youths (13-19 years
old) participated for an average of 8 months. Results
showed a significant increase in achievement test scores
(Cohen, et al., 1968; Cohen et al., 1970). However, there
was no control group and only pre and post testing. 1In
a program at Draper Correctional Center progress in pro-
grammed instructional material allowed access to a variety
of activities in a lounge area (Clements and McKee, 1968;
McKee and Clements, 1971). More recently, a cellblock
token economy was implemented where points could be earned
for promptness, room cleaning, educational programs, and
other assignments. Points were used to purchase privileges
such as televeision, canteen items, time away from the
cellblock and catalogue items. Twenty-nine participants
in the program and 113 prisoners in a comparison group
were studied. Results showed significant achievement gains
for program participants as well as a lower recidivism
rate. A similar token economy system at a Michigan cor-
rectional facility was evaluated by this author (1975).
Although recidividm rates were not measured, the partici-
pants in the token economy progfam showed a significant im-
provement in their W.R.A.T.Ascores. However, due to a
number of poténtial confounding variables, it was nhot poss-
ible to attribute the increase solely to program partici-
pations.

A community based, community controlled project

called Achievement Place makes extensive use of contingency
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management systems and other social learning theory prin-
ciples to operate a behavioral.program for 12 to 16 year-
0ld court adjudicated youths. It is a teaching-family
model group home which uses intensive programmed teaching
procedures, a self-governing system, and various social
activities as a flexible incentive system. Results of

an evaluation using a comparison indicated significant im-
provements in academic achievement (Phillips et al., 1973,
1974) . Another program for school-referred junior high
students, the Family and School Consultation Project,
utilized a contingency system in the form of behavioral
contracts between youths and their parents and teachers
(Jayaratne et al., 1974; Stuart and Fripodi, 1973; Stuart
and Lott, 1972). The researchers measured youth performance
in their schools, homes, and community. In a four month
follow up of 60 youths randomly assigned either to the
treatment group or to a control group revealed that the
youths in the treatment program did significantly better in
school performance and parent relations (Stuart et al.,
1975) .  The PREP project (Preparation through Responsible
Educational Programs), which operated in a Maryland junior
high school, used a token contingency system in which stu-
dents earned points for performance in regular and pro-
grammed instruction (Cohen and Filipczak, 1972; Filipczak
and Cohen, 19725. Thirty participating students did sig-
nificantly better than matched controls on measures of

grades, achievement test scores, and disciplinary referrals.
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Numerous studies have demonstrated the effective-
ness of contingency systems in dealing with aggressive
and deviant behaviors (Walter and Gilmore, 1973; Wiltz
and Patterson, 1974; Patterson, 1974; O'Dell, 1974; Chris-
tophersen et al., 1975; see review by Berkowitz and
éraziano, 1972) . The use of various operant techniques
has also been used with a cross section of student pop-
ulations from teaching inner city youths to special educa-
tion classes (Hall, et al., 1968; Hamblin and Buckholdt,
1968; Hamblin, et al., 1970; Reynolds and Risley, 1968;
Staats and Butterfield, 1965; Wolf et al., 1968). Most
of these have used techniques which have relied largely
upon the use of individual reinforcement contingencies
and have been used to decrease disruptive behavior.

The disbursement of social reinforcers is applic-
able, however, not only to individuals or a set of indiv-
iduals but also on a group contingency basis. These
social reinforcers may be token points, verbal praise,
differential feedback on performance or in other forms
of rewards. However, they are administered to the group
as a whole to influence the groub's activities. Wolf et
al., (1968) successfully used a limited group reinforce-
ment system to increase arithematic scores with inner city
children. Hathaway (1972) used a more extensive set of
group reinforcement contingencies to encourage students
to develop peer tutoring behaviors as a means of increas-

ing academic achievement. Peer tutoring behaviors occurred
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when reinforcement contingencies were structured so that
students receive reinforcement not only for their own
progress but for the progress of other memﬁers of their
group.

Wodarski et al., (1971) studied 120 inner city
fifth grade studetns. A 4 x 4 Latin-square design was
employed to investigate the effects of individual, group,
and two contingencies composed of different proportions
of individual and group reinforcement on: a) peer tutor-
ing behavior; b) progress in arithematic skills as evidenced
by greater increments in the number of problems worked
correctly in an assignment; c) occurance of disruptive
behavior; and d) incidence of studying behaviors. Two
comparison groups were utilized to provide a criterion
against which the progress of the four experimental groups
could be judged.

When the students were under the individual contin-
gency they received a dollar for each problem they worked
correctly. When the 100% group contingency was employed
the number of dollars each student received was determined
by averaging the scores of the lowest four students in the
group; every pupil then received this average. Students
received 67 cents for every problem they worked correctly
and 33 cents for the average of the number of problems
worked correctly by the bottom four pupils on the 67%
individual/33% group reinforcement contingency. 1In the

33% individual/67% group reinforcement contingency the
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students received 33 cents for every problem they worked
correctly and 67 cents for the average of the number of
problems worked correctly by the botton four students.

The individual reinforcement contingency was chosen
since it has been the predominant mode utilized by other
researchers structuring reinforcement contingencies in
classroom experiments. The group lowest four average con-
tingency was selected because the researchers felt that:

a) more peer tutoring would occur under this contingency
since the number of reinforcers the brighter students would
obtain was dependent upon the performance of the slower
students and b) this contingency would place more pressure
on the slower students to achieve. The combination con-
tingencies were employed in an attempt to determine whether
it was necessary to structure a certain amount of indiv-
idual reinforecment in a contingency to keep the lower
students, top students, and the group as a whole working
on their problems and to indicate how different propor-
tions of group reinforcement affected math, studying,
nonstudying, disruptive and peer tutoring behaviors.

The results showed that the various reinforcement
contingencies did not lead to significant differences in
the rates of studying, nonstudying, and disruptive behav-
ior. The incidence of peer tutoring was the only behavioral
variable on which the contingencies had a pronounced 4if-
ferential effect. Data supported the hypothesis that

the greatest incidence of peer tutoring behavior would
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occur when the group reinforcement contingency was employed
and that as each contingency was composed of a greater
proportion of individual reinforcement, the occurance of
peer tutoring behavior would decrease.

Results on the incidence of studying, nonstudying,
and disruptive behaviors indicated that all of the contin-
gencies maintained high rates of studying behavior and
low rates of disruptive and non studying behaviors. The
greatest difference in the incidence of these behaviors
occurred between baseline and the introduction of the
reinforcement contingencies, i.e., studying increased
and nonstudying apd disruptive behaviors decreased. The
slight variance which occurred from contingency to con-
tingency indicated that as the proportion of group rein-
forcement increases, the incidence of studying behavior
increases and the incidence of nonstudying and disruptive
behavior decreases.

This study was reported in depth because of its
relevance to the development of the Small Group subsystem

'in this study. This small subsystem will have peer tutor-

ing as the major agEivity of each small group. This study
(as did Wodarski et gl.f wili investigate the utility of
peer tutoring as well as the impact of differential group
contingencies on academic achievement. In one sense, this
study will attempt to replicate some of Wodarski's findings
on adifferent student population but it will also compare the

peer tutoring small group format with other instructional mod-~

ules.
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Beach (1960) studied academic achievement in four dif-
ferent kinds of learning situations: a lecture class, a peer
tutoring group with an instructor, a peer tutoring group
without an instructor, and an independent study group.
The results showed that students with high sociability pat-
terns performed significantly better in the peer tutoring -
group without an instructor while students who are not
sociable perform better in a traditional lecture class.

LeCompte and Brady (1971) compared one group of stu-
dents who used programmed instruction to acquire detailed
classroom material with a comparison group who operated on
a group reinforcement contingency. No significant differ-
ences were found between the groups. Jasmine (1974) also
compared a group using programmed instruciton with a group
receiving a 100% group contingency schedule. The group
contingency was based on the mean test score for the group
in each of ten tests. Overall there were no significant
differences in achievement scores although the programmed

instruction group scored consistently higher.

Summagz

The studies reviewed provide ample support for the
development of the two expefimental subsystems in the e;
search. The dynamics of a small task group will offefS
an alternative to the traditional classroom format in terms
of mutual decision making, shared responsibility, peer .

tutoring and overt participation. The AVT subsystem will

make feedback contingent upon overt responses and will
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allow students to have control over their own rate of
progress. Both of these subsystems should enhance the
students' sense of internal control and increase academic

achievement when compared to the control group.



CHAPTER III

METHODS AND PROCEDURES

Design of Study

This project had two experimental subsystems: the

Small Group Subsystem (Sub A); the Audio-Visual Tutorial
Subsystem (Sub B); and the traditional classroom subsystem
used as a control (Sub C). There were two teachers (Tl)
and (T2)'who each served as a teacher-facilitator for each
of the subsystems on a rotating basis. Subjects were ran-
domly assigned to both experimental and control conditions,
30 subjects (six groups of five members) in Sub A, and 26
in Sub B and Sub C. Table 3.1 presents a diagram of the

study.

Table 3.1 Cell Observations by Treatment

Sub A Sub B Sub C
Tl n=3 n =13 n =13 29
3 groups of 5 Ss
T2 n=3 n =13 n =13 29
3 groups of 5 SS
6 26 26 58

64
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Sample

The subjects used in this experiment were chosen
from students attending an urban community college which
had a total enrollment of 6,365 in Spring Term, 1972.

Of this population, 3,991 (62.7%) were part-time students
and 2,374 (37.3%) were full-time students.

The subjects were not chosen at random from the en-
tire population but were selected in the following manner:
Administrative agreements were made to allow a special sec-
tion of Introductory Psychology to be opened which could
accomodate the registration of 90-100 students for a sin-
gle class section, well over the normal limit of 35. This
was to be considered the pool from which subjects were ran-
domly assigned to the experimental and control conditions.

There were 86 subjects in the original sample, 46
females and 40 males. Four of the subjects, all females,
voluntarily dropped out of the study during the first three
_days; This reduced the number to 82 subjects, ranging
from 18 to 36 years of age. The mean age was 25.4 years.
Part-time students constituted 64.6% of the sample while

35.4% were full-time students.

Instruments

All the instruments used in this study were developed
and tested during a four week pilot study in which both of
the experimental subsystems were operationalized. All re-
liabilities were established on this pilot group which was

similar in age, background, and grade point average to the
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subjects in the experiment.

The reliability of all instruments except the achieve-
ment measures was determined using the test-retest method
during the pilot phase (Ebel, 1965). The reliability of
the achievement measures was established by the internal

consistency method (Ebel, 1965) .

Achievement

The achievement dimension was measured using a series
of multiplechoice tests specifically constructed to reflect
the introductory psychology material, the primary subject
content used in this experiment. The achievement tests con-
sisted of a pretest, a series of 10 short quizzes each cov-
ering separate topics in the course, and a post-test which
comprehensively covered all topics in the course. The reli-
ability between the pre-tests was r = .8l. The reliability

= .79 tor = .90. The

of the 10 short quizzes ranged from
reliability for the posttest was r = .86. Through the as-
sessment of an indgpendent psychologist, all of the achievement
tests were judged to have content validity (Ebel, 1965). An ex-
ample of each of the achievement instruments is presented in

Appendix A.
Student Satisfaction

The dimension of student satisfaction was measured
by modifying an original scale which was used in the
Coleman report (Coleman, 1966). The original Coleman
scale was intended for use with secondary students but

was modified in this study for applicability to post
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secondary students. The test-retest reliability for
the student satisfaction scale was r = .74. An example
of the student satisfaction scale is presented in Appendix

B.

Locus of Control
The concept of internal versus external locus of

control was measured by using a scale developed by Rotter
(1966) . This scale has been used extensively in other re-
search studies and, in fact, is one dimension which has
proven to be remarkably consistent throughout the various
re-analyses of Coleman's data. The reliability coeffic-
ients for the I-E scale have ranged from r = .49 to r =
.83. During the pilot phase of this study the reliability
coefficient was r = .69. This was with the full Rotter
scale and not the abbreviated form used in many studies,
including the Coleman study. The I-E scale is presented

in Appendix C.

Self Acceptance Scale
A self acceptance scale, designed to identify persons
characterized as having iﬁtérnalized values and a positive
sense of self worth, was chosen for use in this study to
examine the relationship that might exist between partici-
pating in a small, task oriented, peer group and scores

of self acceptance (Burger, 1952). The reliability of the

original Burger scale was measured using the matched-half
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reliabilities and then the Spearman-Brown formula to
estimate the whole test reliability (Ebel, 1965). Those
estimates range from r = .75 tor = .89. The Burger scale
was modified and shortened for this study and during the
pilot study produced a reliability coefficient r = .71.

An example of the self-acceptance scale is presented in

Appendix D.

Social Responsibility

A social responsibility scale, developed by Berkowitz
and Zutterman (1958) was designed to assess a person's
traditional social responsibility and orientation toward
helping others even when there is nothing to be gained.
This scale was included in this experiment to examine the
relationship of the small peer group experimental condition
with its clear emphasis on shared responsibility and shared
reinforcement with any changes in the social responsibility
scale that might result from participants who experience
the socialization of the autonomous small group subsystem.
While there was no reliability information reported in
the original study, the reliability of the social respon-
sibility scale during the pilot study was r = .79. An
example of this scale is presented in Appendix E.

There were two other dimensions measured in this ex-
periment which relate closely to the concept of social
responsibility. 1In 1967, Perloe designed a social values

questionaire (SVQ) to study the impact of varying kinds of
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college environments on student's orientations relevant
to participation in a democratic society (Perloe, 1967).
Two orientations of this questionnaire were of major in-
terest: social responsibility and participation in secon-
dary groups. Four homogeneous factor dimensions were
found with this questionnaire:
1. The first concerns the acceptance of a moral
obligation to protect and promote the welfare of

others.

2. The second is concerned with cooperation and
conformity in secondary groups.

3. This factor stresses the value and necessity

of proper personal development, of becoming deeply

involved, and identified with some group.

4. This factor taps the extent to which an indiv-

idual should be concerned with another person's

morals.

Items which constituted the second and third factors
in this questionnaire were homogeneous scales which mea-
sured: a) cooperation toward group goals, and b) identi-
fication with groups (Perloe, 1967).

Since the small peer group experimental condition in
this study would probably present a large number of class-
room experiences and expectations uncommon to most par-
ticipants, the cooperation toward group goals scale and
the identification with groups scale were used to monitor
any attitude changes in theseiareas that might be a result
of participating in small, task oriented groups. The test-

retest reliability coefficient for the cooperation toward

group goals scale was determined in the pilot phase to be
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r = .67. The test-retest reliability coefficient for the
identification with groups scale was determined to be
r = .62. An example of each of the scales is presented

in Appendix F.

Behavioral Motivation Index

While there appears to be an excessive reliance
upon paper and pencil measuring instruments, a specific
effort was made to obtain an unobtrusive behavioral index
of student motivation. This was done by compiling a list
of 25 articles, each relating to some specific topic cov-
ered by the subject material. Each of the articles on the
list was placed on reserve in the college library and
this list, called the suggested reading list, was given
to each of the participants in this experiment. Since
the articles were not required reading, it was reasoned
that those students who choose to make an extra effort to
read the articles from the suggested reading list were
demonstrating greater m;EI;;tion than those students who
did not. An arrangement was made with the librarian in
the college to check-off the names of each student who
requested an article from the suggested reading list. 1In
this way the participants of the different treatment con-
ditions were monitored for their extra effort (operation-

ally defined as motivation) by recording the frequency of

articles read for each subsystem.
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Procedures

Development of the Small Group Subsystem

! Subjects assigned to the Small Group subsystem
were randomly assigned to small groups, cdnsisting of
five subjects per group. There were a total of six
small groups, three groups in one teacher's section
and three groups in the other teacher's se?tion. After
the subjects were assigned to their group, each group
“was told to elect a group leader and to vote on a name
for their gréup. Among the more colorful names the
gfbups came up with for themselves: The Sc;éaming
Yellow Zonkers; the Death Defying Dummies; the Skinnered
Raté; and the Red Riots. One group came up with the
rather unoriginal but also uncomplicated name of Group
3. -
The group leader in éach group was responsible
for dividing the work among its members; directing the
group activity during their/heetings; communicating with
the resource teacher. h

Each small group met for one hour twice a week for

a total of ten weeks.
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The physical environment was such that each small
group had their own individual room in which to meet and
carry out their activities. These rooms were approximately
nine feet by nine feet with one door and no windows in
any of the walls. Inside each room there was one large
discussion table surrounded by chairs. An identical room
with table and chairs was available for each group.

Each student of each small group received their own
copy of the subject material which was printed in text-
book form in small pamphlets. Each chapter in the pam-
phlet corresponded to a unit in the AVT condition and to
a section in the control condition. Each student also
received a list of specific objective covering the subject
material for which they were responsible. During any given
group meeting, the group leader divided the subject mater-
ial among its members in such a way that each member was
responsible for "teaching" or "tutoring" the other mem-
bers of the group in some area of the subject material.
Through group discussion, questions and answers, and gen-
eral presentation, each group member was responsible for
explaining to the other group members the subject mater-
ial to which he or she was assigned. The exact format
which was followed during the group meeting was left to
the discretion of the group leader and the respective mem-
bers.

Communication with the resource teacher was allowed

only through the "note system" as was done in the samll
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group ward study by Fairweather (Fairweather, 1964). This
note system was used to foster'group autonomy and group
problem-solving abilities. Since a teacher is tradition-
ally perceived by the students in an authority or a super-
ordinate role, facilitating problem-solving skills is
difficult with the teacher present. Just the mere pre-
sence of an authority figure tends to reinforce the ex-
pected dependency on the person in the superordinate role.
Since one of the objectives of the experimental condition
was to develop autonomous problem-solving groups, it was
felt that the continual presence or even the visual pre-
sence of a teacher would result in the students lapsing
into the conventional dependence of a teachers presenta-
tion. Using the same rationale as was used in the small
group hospital ward by Fairweather (1964) it was decided
that the resource teachers would not be present during

the student's group meetings unless requested by the group
leader with the consent of the entire group. This commun-
ication was to take place in the form of the note system
and it worked in the following manner: When the majority
of the group had a queston which could not be answered by
any of the other members or.when the group wanted an elabor-
ation on some issues related to the subject material, it
was the responsibility of the group leader to write out
the question for the resource teacher. This written note
was then placed outside the group's room and in an envelope

on the door. The resource teacher would then read the
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question and make a verbal presentation to the group.
This is where the resourcefulness of the teacher's role
is important. Rather than answering a question directly,
it was the responsibility of the resource teacher to pro-
vide additional resources or references and attempt to
give general explanations of principles as well as
specific details.

Originally, during the pilot test of the note system,
it was thought that the resource teacher would provide a
written response to the written question. However, the
students strongly objected to the complete absence of the
student-teacher contact and threatened to terminate the
class immediately as well as make their objections known
to the administration. Therefore, it was decided that it
would be appropriate as well as useful for the resource
teacher to make a verbal presentation and explanation to
the group's written note. When this change was made dur-
ing the pilot phase, the students expressed a great deal
of satisfaction with this model. The verbal presentation
by the resource teacher was incorporated in the model used
in the acutal experiment.

Each small group was allowed five free notes per
meeting session. Additional notes were labeled "red notes"
and.the accumulation of five red notes for any group meeting
was used by the resource teacher as an indication that the
problem-solving abilities of that group were not working.

The resource teacher could ask the group to elect a new
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group leader for any group which had accumulated five red
notes. In actual fact, during'the course of the exper-
iment there were no red notes from any of the problem-
solving groups.

The reinforcement contingency for this subsystem was
on a group basis. After each unit of study was completed,
a short quiz over that unit was taken by all members of
the group. These short quizzes were scored on a 60-40
ratio. For any given member of the group, 60% of their
score was based upon their own individual quiz score and
40% of their score was based on the group mean for that
quiz. For example, if a quiz was given to a 5 member
group which had a total possible score of 10 correct an-
swers, and person "A" received a score of 6, person "B"
received a score of 5, person "C" received a score of 5,
person "D" received a score of 3, and person "E" received
a score of 3, the mean score for that group would be 4.4.
For person "A" whose score was 6, 60% of that 6 equals
3.6. Forty per cent of the mean score (4.4) is equal to
1.68. The sum of the individual's score plus the mean
score would then be 3.6 plus 1.68 equals 5.36. For per-
son "E" whose individual score was 3, 60% of his individ-
ual score equals 1.8, and 40% of the mean score equals 1.76.
Therefore, person "E" would receive a score which would be
the sum of 60% of the individual score (1.8) plus 40% of
the group mean (1.76). His score would be 3.56.

The effects of this group contingency can be readily
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seen. It has the effect of raising the low scoring mem-
bers of the group and lowering the high scoring members
of the group toward the mean score. Person "A" while
originally receiving an individual score of 6 would have
his score lowered to 5.36 while person "E" whose original
score was 3 would have his score raised to 3.56.

The intended effect of this group contingency was
to manifest the mutual dependence of each individual group
member upon all other group members and to motivate those
members who received high scores to assist their fellow
group members who received low scores so that the group
mean would be raised. The group contingency makes it
readily apparent to the individual member who receives
a low score, that his score is pulling down the scores
of his other group members.

Each week the groups would be ranked, based upon the
mean of their quiz. This would allow each member to see
how his or her group's performance compared to the other
groups. This was another technique used to develop group
cohesion. It enables individuals to identify with their
group in a sort of "us" versus "them" context. Group
unity can be developed when members of the group perceive
they have a common opponent. In this case, it is the com-
petitive achievement of the other groups to be ranked
No. 1. Each week, the group which ranked first was rein-

forced with tokens redeemable at the end of the experiment.
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Each token was worth one dollar.

If any one group was ranked the lowest for two con-
secutive weeks in a row, the resource teacher could call
for the immediate replacement of the group leader and an
election of a new leader for that particular group. This
technique was used by the resource teacher to indicate
to the group that they were not performing their assigned
tasks and that they were not performing as a problem-
solving group.

While each task group was expected to progress through
at least one work unit per week (at which time they would
take the quiz over that unit) the group could also decide
to progress at a faster rate and subsequently take the quiz
at an earlier time. This allowed each small group to
progress at its own rate within the limits of completing
at least one unit per week.

, Pretest and post-test measures were obtained for
all the subjects in the subsystem on all variables. Short
quizzes over specific course content were given at the com-
pletion of each work unit. There were ten such short
quizzes one per week. In addition to the short quizzes,
there was a major post-test for achievement administered
at the end of the experimenty//The student satisfaction
scale was administered after 3 weeks, and then again at 3
week intervals in an attempt to obtain a longitudinal

measure of student satisfaction.
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Development of the AVT Subsystem

The AVT modules used in this experiment were modi-
fications of an existing AVT program that was currently
in use at the community college. Therefore, the physical
facilities were already available. Each student had an
individual carrel which had a reel-to-reel tape deck, a
slide carriage which contained photographic slides of var-
ious illustrations and examples of psychology experiments,
a small screen on which the slides were projected, an
ear phone head-set, and control switches for on-off;
forward-reverse; volume.

The existing taped units were altered to resemble
a linear programmed instruction model. This was accom-
plished by progressively structuring subject material in
question form, from simpler questions (requiring one or
two word answers) to more complex questions which required
a phrase or sentence to correctly answer.

The AVT subsystem uses the operant conditioning prin-
ciple that the probability of a particular response occur-
ring again increases if it is positively reinforced. 1In
this instance, the reinforcement was operationally de-
finedjas the feedback of the correct response to the respon-
dent. The audio-tape asked the student a question; there
was a 15 second pause during which time the student was
expected to give a written response to the question. After
the 15 seconds had elapsed, the correct response to the ques-

tion was then fed back to the student through the audiotape.
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As was the case in the Small Group Subsystem and the
control Subsystem, each student had a written narrative
corresponding to each AVT unit. In addition, each student
had an outline of the questions asked via the AVT and
space after each question for the student to provide a
written answer.

The student would sit down in the AVT carrel during
the designated class period and put on the AVT tape and
slides which corresponded to the unit the student wanted
to study. There were 10 units altogether and each student
was expected to complete at least one per week, although
a student could progress more quickly if desired. The
forward-reverse control of the AVT carrel allowed each
student to review sections that were unclear or to move
ahead to sections at a quicker pace if, for example, the
student had completed extra study and was therefore ahead
of other classmates. The students could follow the audio-
visual presentation with their written narrative and out-
line, answering the questions as they progress. The act of
writing down the answers to the AVT questions was the overt
response considered integral in operant learning theory.

The resource teacher was utilized by the students in
this subsystem in a similar fashion to that of the Small
Group Subsystem. However, the students commun”éated dir-
ectly with the resource teacher and were allowed to ask
questions concerning specific problem areas./ In this

subsystem each individual could react with the teacher on
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a one-to-one basis. The student could request help from
the resource teacher at any time by merely turning the
AVT unit off. The resource teacher could come to an AVT
carrel and the student could ask whatever question he or
she had about the subject matter in the audio-visual pre-
sentation. The primary instructional source was the AVT
but students were free to utilize the resource teacher by
asking as many or as few questions to help explain general
principles or to give examples not presented in the AVT
unit.

As in the other subsystems, pre and post test mea-
sures on all variables were obtained for all subjects in
the AVT Subsystem. There was no group contingency or
reinforcment used in the 10 short quizzes for this sub-
system. An individual's score on any of the quizzes was
calculated to be the number of correct responses and not
based on any ratio of the group average. Each student
was free to take the quiz over a particular AVT unit after
they had completed it. This resulted in some students
taking the quiz for unit one while others were taking the
quiz for unit two. This is consistant with the individ-
ualized rate of instruction émphasized in the AVT subsys-
tem.

The student satisfaction scale was administered at
three week intervals. Posttest measures were required on

all the other variables at the end of the experiment.
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Development of the Control Subsystem

This subsystem was developed to simulate a tradi-
tional classroom. Both the students and teacher were to
assume their traditional roles. The teacher would lec-
ture to the classroom as a group using as a guideline a
written copy of the subject material provided in each of
the other subsystems. As in the traditional classroom,
the student's primary responsibility was to listen to
the lecture and to take any notes thought necessary.
Students were allowed to ask questions to clarify points
or issues when needed. 1In this subsystem there was no
shared decision making or overt responding that was re-
quired. Even the note taking and questions were at the
discretion of the student. This contrasts sharply with
the two experimental subsystems where overt responses were
specifically required. The students had the same subject
material in pamphlet form as did the students in the other
subsystems. The teacher delivered a lecture based on
this written narrative of subject material.

Pre and post measures on all variables were obtained

for all students in ‘this control subsystem.

Teacher Training
One of the first steps in developing and implemen-
ting this social/educational experiment was obtaining the
appropriate administrative agreements which would allow

the implementation of the innovation and the accompanying
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changes in role requirements and other procedures. One
of the first agreements was to obtain the services of
two teachers for this study. Two female instructors one
23 years of age, and one 21 years of age, agreed to be
the instructors for this experiment and were reimbursed
by the experimenter. Both instructors had taught intro-
ductory psychology before and had approximately one year
of previous teacling experience.

During the pilot phase of this experiment, the in-
structors were trained in the alternative role of being a
resource person or facilitator, the role they would play
in the experimental subsystems, compared to the traditional
lecture role in the control condition. This was loosely
but operationally defined by having the instructor, when
answering questions raised by the students, refer to ex-
amples, general principles, refer to other source documents,
as well as answering specific questions. This is contrasted
with the instructor's conventional role where students'
questions were answered directly, and without necessarily
any elaboration. Over the four week period of the pilot
phase, two independent observors rated the instructor's
ability to perform both in the traditional lecture and as
a resource person or facilitator. An inter-rater reliability
of r = .61 was obtained. Both observers recorded over
the four week period a change in the increased ability of
the instructors to perform in alternative roles.

The experimenter explained to both instructors that
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each was expected to function in each of the three treat-
ment conditions. At the beginning of the experiment,
Teacher I served as the instructor for first the small
group condition, then the AVT condition, and then the con-
trol condition. Teacher II served as the instructor for
first the control condition, then the AVT condition, then
the small group condition. Midway through the experiment
(after five weeks) a reversal was made so that Teacher I
first met with the control condition, then the AVT, and
finally the small group condition. Teacher II then served
as the instructor for the small group condition first,
then the AVT, and finally the control group. This was
done as an effort to control for possible sequencing
effects, i.e., since the teachers were to meet with dif-
ferent treatment conditions at different times, having the
teacher always meet with one condition at a later time

may have effected the outcome measures in that condition.
Similarly, having one teacher always meeting with one
treatment condition early in the period when both students
and teachers were fresh and alert could have biased the

outcome measures for that condition.

Analysis of the Data

According to Campbell, et al., (1963) the proper
statistical analysis for a research désign which has both
pre and posttest measures on all subjects and random assign-
ment of subjects to experimental conditions is thé analysis

of covariance. 1In this experiment, a univariate analysis
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of covariance is performed with each pretest used as a co-
variate. When pre measures were not used, analyses of var-
iance were performed as the appropriate statistical analy-

sis.

Research Hypotheses

The purpose of this study is to implement and evalu-
ate the effectiveness of alternative learning modules, one
utilizing small group processes, the other utilizing a pro-
grammed instruction module, and a traditional format used
as a control. There are three main dependent variables in
this study: 1) academic achievement, 2) student satisfac-
tion and 3) locus of control. It is hypothesized that stu-
dents in both experimental subsystems will have greater
academic achievement, higher student satisfaction, and more
internal locus of control when compared to students in the

control subsystem.

Major Research Hypotheses

Achievement

1. The subjects in the Small Group subsystem will
achieve more than the subjects in the Control
subsystem.

2. The subjects in the AVT subsystem will achieve
more than the subjects in the Control subsystem.

Student Satisfaction

1. The subjects in the Small Group subsystem will
express higher student satisfaction than subjects
in the Control subsystem. '
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2. The subjects in the AVT subsystem will express
higher student satisfaction than subjects in
the Control subsystem.

Locus of Control

1. The subjects in the Small Group subsystem will
express a greater sense of internal control than
the subjects in the Control subsystem.

2. The subjects in the AVT subsystem will express a
greater sense of internal control than the sub-
jects in the Control subsystem.

Minor Research Hypotheses

Motivation: 1) The subjects in the Small Group subsys-

tem will demonstrate greater motivation than the subjects
in the Control subsystem. 2) The subjects in the AVT sub-
system will demonstrate greater motivation than the sub-.
jects in the Control subsystem.

Self acceptance: 1) the Subjects in the Small Group

subsystem will demonstrate higher self-acceptance than
subjects in the Control subsystem. 2) The subjects in the
AVT subsystem will demonstrate higher self-acceptance than
subjects in the Control subsystem.

Social responsibility: The subjects in the Small

Group Subsystem will demonstrate greater social responsibil-
ity than subjects in the other subsystems.

Group goals: The subjects in the Small Group Sub-

system will demonstrate greater cooperation toward group
goals than the subjects in the other subsystems.

Group identification: The subjects in the Small

Group subsystem will demonstrate greater identification
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toward groups than the subjects in the other subsystems.

Summary

In this chapter the exact methods and prccedures
used to develop the subsystems were explained. The in-
struments were presented. The research hypotheses were

detailed.



CHAPTER IV

ANALYSIS AND RESULTS

The statistical hypotheses were tested using the an-
alysis of variance and where appropriate covariates were
available, the analysis of covariance. Both are omnibus
tests of non-zero differences between group means. All
hypotheses were tested using the .05 alpha level of sig-
nificance.

In using both the anlaysis of covariance and the
analysis of variance, the statistical models must meet
several assumptions.: Among the more important assumptions,
the error term must be normally and independently distri-
buted with a mean = 0 and a variance = o:. In general,
tests of significance in both the analysis of covariance
and the analysis of variance are usually robust with re-
spect to violation of the assumption of normality and in-
dependence. )

The design of this experiment clearly violates the
assumption of independence. 1In the Small Group sub-
system, the subjects are intended to interact and depend
upon each other's efforts. The subjects were purposely

assigned randomly to small task groups comprised of five

members each. Therefore, rather than having an n = 30

817
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for that treatment condition, the number of units of ob-
servation is really n = 6, i.e., 6 task groups comprised
of five members each. In this case, the unit appropriate
for the analysis is the task group, the n = 6.

In the AVT subsystem the assumption of independence
is clearly not violated and therefore, the unit of anal-
ysis would remain the individual subject and the n = 26.

In the Control subsystem, it could be argued that
the assumption of independence of observations was viola-
ted. The subjects in that treatment condition collectively
listened to lectures, were not physically separated as were
the subjects in the AVT, and in theoryz/gadwample oppor-
tunity to interact with one another. 1In fact, howevefj/
the subjects rarely interacted with each other. Aan
equally strong argument could be made that in this exper-
iment the subjects' passivity in the Control subsystem
amounted to independence of observations.

The analysis of variance and covariance were performed
using the task group as the appropriate unit of observation
for the Small Group Subsystem (n = 6). The individual sub-
ject was used as the unit of observation for the AVT

(n = 26) and the Control (n = 26), the total n = 58.

Major Hypotheses

Achievement

1A Null Hypothesis: The subjects in the Small
Group subsystem and the subjects in the Con-
trol subsystem will not differ in achievement
levels.
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1B Alternative Hypothesis: The subjects in the
Small Group subsystem will achieve at a higher
level then subjects in the Control subsystem.

2A Null Hypothesis: The subjects in the AVT sub-
system and the Control subsystem will not differ
in achievement levels.

2B Alternative Hypothesis: The subjects in the AVT
subsystem will achieve at a higher level than
the subjects in the Control subsystem.

An analysis of covariance was computed with the pre-
test as the covariate and the post-test the dependent var-
iable. Significant.differences were found between treat-
ment conditions (F = 18.78, df = 2,52). The mean post-test
score for the Small Group subsystem was clearly higher than
the Control subsystem (x = 102.50 and x = 73.96, respec-
tively). However, there were no significant differences
between the AVT subsystem and the Control subsystem
(x = 73.81 and x = 73.96, respectively).

The test for differences between the two teachers
failed to show any differences.

The test for a treatment x teacher interaction
failed to show significant differences.

The ten weekly quizzes were analyzed by using a sep-
erate analysis of variance for each quiz. While the re-
sults were varied, there were significant differences be-
tween treatment conditions on some of the quizzes. Table
4.1 presents the means for all the achievement variables,

including the post-test, for each treatment condition.
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Table 4.1 Achievement Means for Experimental and Control

Subsystems

Small Group AVT Control Siggiiiiance
Quiz A 3.33 3.35 3.39 .9764
Quiz B 4.33 4.35 4.23 .8644
Quiz C 4.97 4.42 4.73 .0883
Quiz D 6.03 5.46 5.50 .1380
Quiz E 6.73 5.73 5.92 .0001
Quiz F 6.50 6.27 6.35 .3022
Quiz G 9.47 6.04 6.50 .0001
Quiz H 9.67 6.31 7.15 .0001
Quiz I 9.90 6.65 7.58 .0001
Quiz J 9.90 6.81 7.80 .0001
Post-test 102.50 73.81 73.96 .0001
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For the first quiz, taken at the end of the first
week, there were no differences between treatment condi-
tions (F = .0161, df = 2,52). There were also no differ-
ences on the second, third, and fourth weekly quizzes
(Quiz B, F = .1442, 4f = 2,52; Quiz C, F = 1.80, df =
2,52; Quiz D, F = 2.06, df = 2,52). There were signi-
ficant differences between treatment conditions on
Quiz E, measured at the fifth week (F = 6.53, df = 2,
52). Quiz F, measured at the sixth week, yielded no sig-
nificant differences (F = .4764,df = 2,52 . Each of the
quizzes measured in the last four weeks of the experiment
produced significant differences between treatment condi-
tions (Quiz G, F = 72.74, df = 2,52, Quiz H, F = 76.58,
df = 2,52; Quiz I, F = 76.68, df = 2,52; Quiz J, F =
49.05, df = 2,52).

In the tests for teacher differences and for inter-
actions, there were no significant differences on any of
the ten quizzes.

These results showed that when the post-test is the
dependent variable, the null hypothesis 1A was rejected
and, considering the direction of the differences between
the means, the alternative hypothesis 1B was accepted:
the subjects of the Small Group subsystem scored higher
on that achievement measure than did the subjects in the
Control subsystem. Null hypothesis 2A was not rejected,
as subjects in the AVT subsystem did not score signifi-

cantly higher than the control subjects on the post-test.
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When the weekly quizzes are considered as the depen-
dent measures, the results were more varied, as is evident
in Table 4.1. For the first four quizzes there were no
significant differences between treatment conditions and
the null hypothesis 1A was not rejected. There were sig-
nificant differences on Quiz E and the null hypothesis 1A
was rejected.

The null hypothesis 1A was rejected for Quiz E
(Small Group x = 6.73, Control X = 5.92) and the alter-
native hypothesis 1B was accepted. The null hypothesis
1A was not rejected for Quiz F. However, the null
hypothesis 1A was rejected and the alternative hypothe-

sis 1B accepted for Quiz G (Small Group x = 9.47, Control

X = 7.15); for Quiz I (Small Group x = 9.90, Control
x = 75.8); and for Quiz J (Small Group x = 9.90, Control
x = 7.80).

The Null hypothesis 2A was not rejectgd for any

of the ten quizzes.

Student Satisfaction

1A Null Hypothesis: The subjects in the Small
Group subsystem will not express any differ-
ent satisfaction than the subjects in the
Control subsystem.

1B Alternative Hypothesis: The subjects in the
Small Group subsystem will express higher sat-
isfaction than the subjects in the Control
subystem.
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2A Null Hypothesis: The subjects in the AVT sub-
system will not express any different satisfac-
tion than the subjects in the Control subsystem.

2B Alternative Hypothesis: The subjects in the AVT
subsystem will express higher satisfaction than
the subjects in the Control subsystem.

The student satisfaction scale was administered per-
iodically throughout the experiment to see if satisfaction
changed over time. The satisfaction measurements were taken
at the end of three, six, and nine weeks. At the end of
three weeks, the null hypothesis 1A was not rejected. At
the end of six weeks, the null hypothesis 1A was rejected
and the alternative hypothesis 1B was accepted (F = 18.2828,
df = 2,52). At the end of nine weeks, the null hypothesis
1A was rejected and the alternative hypothesis 1B was
accepted. The mean satisfaction score at the end of six
weeks was x = 70.40 for the Small Group subsystem and
X = 57.31 for the Control subsystem. At the eﬁd’of nine
weeks the mean satisfaction of the Samll Group subsystem
subjects was X = 67.27 compared to x = 58.77 for the Con-
trol subsystem subjects. Table 4.2 presents the mean sat-
isfaction scores for each of the treatment conditions.

Table 4.2 Mean Satisfaction Scores for Experimental and
Control Subsystems

Small Group AVT Control Significant

Level
Satisfaction 3 58.03 58.50 58.58 .9474
Satisfaction 6 70.40 58.42 57.31 .0001

Satisfaction 9 67.27 59.58 58.77 .0001
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The null hypothesis 2A was not rejected for any of
the satisfaction measurements. There were no significant
differences on satisfaction between teacher condition or

in the teacher x treatment interaction.

Locus of Control

1A Null Hypothesis: There will be no differences
in locus of control between subjects in the
Small Group subsystem and the Control subsystem.

1B Alternative Hypothesis: The subjects in the
Small Group subsystem will express a greater
sense of internal control than the subjects in
the Control subsystem.

2A Null Hypothesis: There will be no differences
in locus of control between subjects in the AVT
subsystem and the Control subsystem.

2B Alternative Hypothesis: The subjects in the AVT
subsystem will express a greater sense of internal
control than the subjects in the Control subsys-
tem.

The locus of control was measured with the Internal-
External Locus of Control Scale (I-E). An analysis of
covariance was performed using the I-E pre-test as the co-
variate. Neither null hypothesis %A or null hypéthesis 2A
was rejected. There were also no significant I-E differ-
ences between teachers or in the teacher x treatment inter-

action. -

Minor Hypothesis

1A Null Hypothesis: There will be no difference
in self-acceptance between subjects of the
Small Group subsystem and the Control subsystem.

1B Alternative Hypothesis: The subjects in the Small
Group subsystem will score higher in self-accep-
tance than the subjects in the Control subsystem.
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2A Null Hypothesis: There will be no difference
in self-acceptance between subjects of the AVT
subsystem and the Control subsystem.

2B Alternative Hypothesis: The subjects in the AVT
subsystem will score higher in self-acceptance
than the subjects in the Control subsystem.

Using a self-esteem (SE) scale pre-test measurement as a
covariate, the analysis of covariance produced no signif-
icant differences between treatment conditions, teacher
conditions or in the teacher x treatment interaction.
Neither null hypothesis 1A or null hypothesis 2A was re-

jected.

Null Hypothesis: There will be no differences be-
tween subjects in the Small Group subsystem and the
Control subsystem in social responsibility.

Alternative Hypothesis: The subjects of the Small
Group subsystem will demonstrate higher social re-

sponsibility than the subjects in the Control sub-
system.

The social responsibility scale (SR) was administered
as a pre-test and post-test. Using the pre-test as a co-
variate, an analysis of covariance yielded no significant
differences between treatment conditions, teacher .conditions
or teacher x treatment interaction. The null hypotheses

were not rejected.

Null Hypothesis: There will be no differences be-
tween subjects in the Small Group subsystem and the
Control subsystem in cooperation toward group goals.

Alternative Hypothesis: The subjects of the Small
Group subsystem will show greater cooperation to-
ward group goals than the subjects in the Control
subsystem.

A cooperation with group goals scale (GG) was admin-

istered both as a pre-test and post-test. Using the pre-test
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as a covariate, an analysis of covariance produced signif-
icant differences between treatment conditions. The null
hypothesis was rejected and the alternative hypothesis
accepted (F = 14.320,df = 2,52). The subjects in the
Small Group subsystem demonstrated a greater cooperation
toward group goals than did the subjects of the Control
subsystem (x = 25.37 compared to x = 21.92). There were
no significant differences in cooperation with group
goals between teacher conditions or in the teacher x treat-
ment interaction.

Null Hypothesis: There will be no differences be-

tween subjects in the Small Group subsystem and the
Control subsystem in the identification with groups.

Alternative Hypothesis: The subjects of the Small
Group subsystem will show greater identification with
groups than the subjects in the Control subsystem.

The identification with groups scale (ID) was admin-
istered as a pre-test and a post-test. Using the pre-test
as a covariate, an analysis of covariance produced signif-
icant differences between treatment conditions (F = 9.96,
df = 2,52). The subjects of the Small Group subsystem
showed a significantly greater identification with groups
when compared to the subjects of the Control subsystem
(x = 18.47 compared to x = 15.85). There were no signif-
icant ID differences between teacher cpnditions or in the
teacher x treatment interaction.

1A Null Hypothesis: There will be no differences

between subjects in the Small Group subsystem
and the Control subsystem in motivation.
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1B Alternative Hypothesis: The subjects in the
Small Group subsystem will demonstrate greater
motivation than the subjects in the Control
subsystem.

2A Null Hypothesis: There will be no differences
between subjects in the AVT subsystem and the
Control subsystem in motivation.

2B Alternative Hypothesis: The subjects in the AVT
subsystem will demonstrate greater motivation
than subjects in the Control subsystem.

The measure of motivation was obtained by counting
the number of articles read from a suggested reading list
for students in each of the treatment conditions. The
frequencies were totaled at three week intervals to pro-
vide a longitudinal analysis allied with achievement and
student satisfaction. The frequency totals at the end of
three weeks and six weeks showed no significant differ-
ences between treatment conditions, teacher conditions, or
teacher x treatment interaction.

There were no significant differences in motivation
at the end of three weeks and six weeks in the teacher
condition or in the teacher x treatment interaction.

Motivation measured at the end of nine weeks produced
significant differences between treatment conditions. Null
hypothesis 1A was rejected and the alternative hypothesis
1B accepted. The mean number of articles read in the Small
Group subsystem was 1.57 and for the Control .73 (F =
5.17, df = 2,52).

The null hypothesis 2A was not rejected for motivation

measured at nine weeks.
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There were no significant differences in motivation
at nine weeks in the teacher éondition or in the teacher x
treatment interaction.

The total frequency of articles read by the end of
the experiment showed significant differences between treat-
ment conditions. The null hypothesis 1A was rejected and
the alternative hypothesis 1B was accepted for motivation
measured at the end of the experiment. The subjects in
the Small Group subsystem demonstrated higher motivation
than subjects in the Control (x = 4.13 and X = 2.66, re-
spectively) .

The null hypothesis 2A was not rejected.

There were no significant differences in total moti-
vation between teacher conditions or in the teacher x
treatment interactions.

The results of an analysis of the data using the
individual as the unit of observation for the Small Group

is presented in Appendix H.

Summary
Each hypothesis was tested at the .05 alpha level

of significance using either the analysis of variance or

the analysis of covariance. Each hypothesis was tested with

df = 2,52 and using the task group as the unit of observa-

tion for the Small Group Subsystem. The total, n = 58.
There were significant differences between treatment

conditions (p < .0001), no differences between teachers,
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and no teacher x treatment interaction.

The subjects in the Small Group subsystem scored
higher on the post-test than did subjects in either the
Control or the AVT subsystems. There were no significant
differences between the experimental and control conditions
for the first four weekly quizzes.

There were significant differences between treatment
groups on Quiz E; the subjects of the Small Group subsys-
tem scored higher than the subjects of either the Control
or the AVT subsystem.

There were no significant differences between treat-
ment groups on Quiz F. On the last four quizzes, there
were significant differences between treatments, with the
Small Group subsystem consistently higher thén either the
Control or AVT subsystem.

There were no significant differences between treat-
ment means on the locus of control measure.

There were no significant differences between treat-
ment means on measures of self-acceptance or social respon-
sibility.

There were significant differences between treatment
means on the measure of cooperation toward group goals.
The mean of the Small Group subsystem was higher than the
mean of the Control subsystem or the mean of the AVT sub-
system.

There were significant differences between treatment

means on the measure of identification with groups. The
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mean of the Small Group subsystem was greater than either
the mean of the Control subsyétem or the mean of the AVT
subsystem.

There were no significant differences between treat-
ment means on motivation measured at the end of three and
six weeks.

Motivation at the end of nine weeks and also the
total measure of motivation showed significant differences
between treatment means. The subjects in the Small Group
subsystem demonstrated greater motivation than the subjects

in either the Control or the AVT subsystem.



CHAPTER V

SUMMARY AND CONCLUSIONS

Summary

The purpose of the study was to develop and evalu-
ate the effectiveness of two alternative educational
models which utilized different role requirements and be-
haviors for both student and teachers. Two experimental
subsystems and a control subsystem were developed. The
Small Group subsystem combined social psychological prin-
ciples of small group interaction as well as reinforce-
ment strategies of behavior modificaiton. Each student
became a member of a small task group which functioned as
the primary instructional mechanism for this subsystem.
Acting both as a learner and as a teacher, each group
member was respdnsible for assisting their fellow group
members in mastering the coursework.

The second experimental audio-visual tutorial (AVT)
subsystem had individual carrels each with a coordinated
tape player and slide projector. They were combined into
a modified programmed instruction module. This subsystem
allowed the students to regulate the presentation of
material to correspond to individual learning rates. The

AVT subsystem required students to overtly respond through

101
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written answers to questions presented via the tape player.

In both experimental subsystems the teachers role
was modified to become a facilitator and alternative in-
formation source rather than the traditional sole source.

The third subsystem was a control condition for the
other. It represented the traditional classroom with con-
ventional teacher-student roles. The teacher presented
lectures to a class while the students listened and took
appropriate notes.

The subjects used in this experiment were chosen
from students attending an urban community college. The
subjects were randomly assigned to the treatment condition.
Those in the Sﬁall Group subsystem were again randomly as~
signed to their task groups. There was a total of 58 subjects:
6 groups of 5 members each in the Small Group subsystem, 26
in the AVT subsystem, and 26 in the Control subsystem.

There were two teachers used in the experiment with
each teacher functioning in each of the treatment condi-
tions at alternating times.

The following hypotheses were tested‘at the .05
level of significance:

1. Subjects in the Small Group subsystem would

achieve more than the subjects in the Control
subsystem.

2. Subjects in the AVT subsystem would achieve more
than the subjects in the Control subsystem.

3. Subjects in the Small Group subsystem would ex-
press more satisfaction than subjects in the
Control subsystem.
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4. Subjects in the AVT subsystem would express
more satisfaction than subjects in the Control
subsystem.

5. Subjects in the Small Group subsystem would
express greater internal control than subjects
in the Control subsystem.

6. Subjects in the AVT subsystem would express
greater internal control than subjects in the
Control subsystem.

7. Subjects in the Small Group subsystem will ex-
press higher self-acceptance than subjects in the
Control subsystem.

8. Subjects in the AVT subsystem will express higher
self-acceptance than the subjects in the Control
subsystem.

9. Subjects in the Small Group subsystem will ex-
press greater social responsibility than subjects
in the other subsystems.

10. Subjects in the Small Group subsystem will express
greater cooperation toward group goals than the
subjects in the other subsystems.

11. Subjects in the Small Group subsystem will ex-
press greater identification toward groups than
the subjects in the other subsystems.

12. Subjects in the Small Group subsystem will demon-
strate greater motivation than subjects of the
Control subsystem.

13. Subjects in the AVT subsystem will demonstrate
greater motivation than subjects of the Control
subsystem.

Following is a summary of the research results cal-
culated using the .05 alpha level of significance and

af = 2,52.

1. Subjects in the Small Group subsystem scored b//
higher than subjects in the Control subsystem
on the post-test of achievement.
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11.

12.

13.
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Subjects in the Small Group subsystem scored
higher than the subjects in the Control subsys-
tem on the, fifth, seventh, eighth, ninth

and tenth weekly quizzes, but there were no
differences between groups on the first, second,
third, fourth, and sixth quiz.

Subjects in the AVT subsystem did not score
higher in achievement on the post-test or on
any of the ten weekly quizzes.

Subjects in the Small Group subsystem expressed
greater satisfaction than the subjects in the
Control when measured at the end of six and nine
weeks. There were no differences at the end of
three weeks.

Subjects in the AVT subsystem did not express
greater satisfaction than the Control subjects
on any of the measures.

Subjects in the Small Group subsystem did not
express greater internal control than subjects in
the Control subsystem.

Subjects in the AVT subsystem did not express
greater internal control than subjects in the
Control subsystem.

Subjects in the Small Group subsystem did not
express greater self-acceptance than subjects in
the Control subsystem.

Subjects in the AVT subsystem did not express
greater self-acceptance than subjects in the
Control subsystem.

Subjects in the Small Group subsystem did not
express greater social responsibility than sub-
jects in the other subsystems.

Subjects in the Small Group subsystem did ex-
press greater cooperation toward group goals
than the subjects in the other subsystems.

Subjects in the Small Group subsystem did express
greater identification with groups than the sub-
jects in other subsystems.

Subjects in the Small Group subsystem demon-
strated greater motivation measured at

nine weeks, and total than subjects in the Control
subsystem. There was no difference at the end of
three and six weeks.
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14. Subjects in the AVT subsystem did not demon-
strate greater motivation than subjects in the
Control subsystem in any of the motivation
measures.

Conclusions and Discussion

Table 5.1 presents a summary of the null hypotheses
tested at the .05 alpha level and df = 2,52.

*
Table 5.1 Summary of Null Hypotheses Tested

Small Group AVT p less than

Quiz A - -
Quiz B - -
Quiz C - -
Quiz D - -
Quiz E + - .0001
Quiz F - -
Quiz G + - .0001
Quiz H + - .0001
Quiz I + - .0001
Quiz J + - .0001
Post-test + - .0001
Satisfaction 1 - -
Satisfaction 2 + - .0001
Satisfaction 3 + - .0001
Internal Control - -
Self-Acceptance - -
Social Responsibility - -
Group Goals + - .0001
Group Identification + - .0001
Motivation 1 - -
Motivation 2 - -
Motivation 3 + - .0002
Motivation 4 + - .0002

*

+ Null hypothesis rejected

- Null hypothesis not rejected

The Small Group subsystem was more effective than
the Control in 52.17% of the hypotheses tested, contrasted

to the AVT which was not effective at all when compared to
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the Control subsystem. It appears that a group formation
process was taking place in the Small Group subsystem.
During the ten week pefiod of the experiment, students who
were assigned to small groups at random began to coalesce
into task oriented groups and worked together for the
common good of each group. This is illustrated in the
achievement measures. Student achievement during the first
four weeks did not differ in any of the treatement con-
ditions but differences appeared in the fifth week and
became greater during the remaining weeks of the exper-
iment. Graph 5.1 shows the differences in achievement
during the course of the experiment.

Graph 5.1 shows there were no achievement differences
during the first four weeks of the experiment. Students
in the Small Group subsystem began scoring significantly
higher in the fifth week and those minimal differences
continued until the seventh week when the task groups be-
gan achieving at dramatically higher levels than the other
conditions. These dramatic differences continued to be
reflected in the post-test given in the eleventh week.

The post-test mean for the Small Group subsystem was 102.5
compared to a mean of 73.81 for the AVT subsystem and 73.96
for the Control.

Evidence for the existance of a group formation pro-
cess can further be found when considering the data on
student satisfaction and motivation. Graph 5.2 presents

the mean student satisfaction scores by treatment condition
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for each measurement taken over time.

The mean satisfaction scores presented in Graph 5.2
show that the students did not differ in satisfaction at
the end of three weeks. By the end of six weeks the stu-
dents in the task groups were clearly expressing greater
satisfaction with their educational environment than stu-
dents in the other conditions. The mean satisfaction score
at the end of six weeks was 70.40 for the Small Group sub-
system compared to a mean of 58.42 for the AVT subsystem
and 57.31 for the Control subsystem. In spite of a small
decline in satisfaction at the end of nine weeks, the dif-
ferences between treatement conditions persisted. The
mean satisfaction score at the end of nine weeks was 67.27
for the Small Group subsystem, compared to a mean of
59.58 for the AVT and 58.77 for the Control subsystem.

A similar relationship becomes apparent when anal-
yzing the motivation data. The motivation index was
totaled at three week intervals and at the end of the
experiment by adding up the number of articles each student
read from the suggested reading list. Graph 5.3 shows the
mean number of articles per treatment condition measured
longitudinally.

There were no differences between the Small Group
subsystem and the Control subsystem at the end of
six weeks. Betweeri the sixth and ninth weeks large
differences in motivation were recorded and persisted until

the end of the experiment. At the end of six weeks the
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Small Group x = 1.50 compared to the Control x = .89.

At the end of nine weeks the Small Group X = 1.57 compared
to the Control x = .73. The mean of the total motivation
index for the Small Group subsystem was 4.13 and for the
Control 2.65.

There appear to be some differences in motivation
measured at three weeks between the Small Group subsystem
and the AVT subsystem (x = 1.07 and x = .539, respectively).
These differences continued at six weeks (Small Group

1.50 and AVT x

X .81) and at nine weeks (Small Group

by
ll

1.57,AVT x = .58). The mean of the total motivational
index for the Small Group subsystem was 4.13 and the AVT
1.92.

When the data from Graph 5.1-5.3 are considered to-
gether, it is clear that there were no differences between
treatment conditions on achievement, satisfaction or motiva-
tion during the first four weeks. Treatment differences
begin to appear between the fodrthahd sixth weeks and be-
come more prominént at nine weeks. These data support
the position that a group formation process was occurring
in the Small Group subsystem and that the students began
to function as task oriented groups.

This explanation becomes more plausible when one
considers the contingencies under which students behaved
in the Small Group subsystem. The details of this contin~
gency system are detailed in Chapter III. They became

members of task groups which were constructed by random
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assignment. A critical feature of this subsystem was
that each student was dependeﬁt upon the performance of
the other peer group members. A student's grade for any
particular quiz was scored on a 60:40 ratio, where 40%
of the grade was the task group mean and 60% was the in-
dividual score. If the task group mean was lower than a
given students' score, this would have the effect of lower-
ing that student's grade. This group contingency theor-
etically served as an incentive for each group member to
be responsible for the performance of their fellow group
members.

Other features were also implemented in the Small
Group subsystem to foster the group formatioh process and
a sense of peer responsibility within each task group.
Each group elected its own group leader; each group voted
for its own distinctive name (like the Screaming Yellow
Zonkers) ; each group had to reach careful concensus over
which questions should be asked of the teacher-facilitator,
since an overabundance of questions could lead the teacher-
facilitator to the conclusion that the problem-solving
skills in the group were not working and a new group leader
was needed. Another method to generate group cohesion was
to rank the performance of each of the different task
groups after each weekly quiz, allowing the members to
compare the performance of his or her group to the perfor-
mance of all others. Each member of the group which was

ranked first at the end of the week received tokens
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redeemable at the end of the experiment. This public
ranking encouraged a "we versus them" attitude which
further served to enhance group cohesion.

The ratio scoring, the group elections, and the
performance rankings were all designed to generate group
cohesion, mutual reliance, mutual responsibility, and
problem-solving skills in forming the task group. Since
these characteristics are not common to most traditional
educational environments, it took a period of adjustment
for the students to understand and then utilize the task
group. The data indicate that this period of adjustment
lasted at least four weeks. Students not accustomed to
group problem solving operated as they had in other tra-
ditional classrooms with the emphasis on individual per-
formance. At the end of the four week period, the
groups' problem-solving skills were not operating effic-
iently. The mean number of questions the groups submitted
to the teacher-facilitator declined only slightly during
the first four weeks, from 3.92 the first week to 3.27
the fourth week, indicating the students were still depen-
dent on the teacher-facilitator for information and
guidance. The students in the Small Group subsystem did
not differ from students in the other subsystem on measures
of achievement, student satisfaction, or motivation.

Differences between treatment conditions began to
appear about the fifth week. The F-ratio with df = 2,52

calculated on Quiz E showed the Small Group students scored
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significantly higher at the end of the fifth week (x =
6.73 compared to x = 5.73 and ; = 5.92). The mean num-
ber of questions the taék groups submitted to the tea-
cher-facilitator dropped to .50. It appears that in
the fifth week the small groups are coalescing into
task units with effective problem-solving skills:

their achievement is increasing and the frequency of
relying upon the teacher is decreasing which implies
they are solving problems together as a cohesive

group.

This process appears to have been temporarily in-
terrupted in the sixth week. The differences in Quiz
F achievement were not significant (Small Group x =
6.50, AVT x = 6.27, Control X = 6.35) although the
task groups still ranked higher than the other stu-
dents.

The mean number of questions the task groups
asked jumped from .50 the previous week to 2.33. Al-
though the treatment conditions did not differ on
achievement and motivation at the end of six weeks,
the students of the Small Group subsystem expressed
greater student satisfaction than the other
students.

The results of the sixth week might be explained
by the nature of course material being studied at that

time. It was a unit on personality development which
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relied heavily on new terminology, Freudian theory,
and principles of operant conditioning. When the stu-
dents in the task groups had some difficulty mastering
the new theories and lexicon, their questions directed
to the teacher-facilitator increased, their performance
on that particilar quiz decreased, and there may have
been some interference with their motivation. However,
these difficulties appeared to be specific to that
course material, as their enthuiasm for the class re-
mained high, measured by their high satisfaction
scores. This temporary decline in achievement did
not occur at any other time in the experiment.

The most dramatic differences in the experiment
took place between the seventh week and the end of
the experiment. The mean achievement scores for
the Small Group subsystem rose to 9.47 the seventh
week, 9.67 the eighth, and 9.90 the ninth and tenth
weeks. The means for the AVT and Control subsystems,
however, rose only slightly (Quiz G, 6.04 and 6.5;
Quiz H, 6.31 and 7.15; Quiz I, 6.65 and 7.58,
respectively). At the end of the seventh week,
the mean number of questions the task groups asked
dropped to 0.00 and remained there for the rest of the
experiment. At nine weeks, the task groups expressed

significantly greater satisfaction and motivation compared
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to other students in either the AVT or Control subsystem.
Finally, the post-test resulté were a glaring testimony to
the effectiveness of the Small Group subsystem (x = 102.50
compared to x = 73.81 and x = 73.96). The Small Group
subsystem was unquestionably more effective than the other
two subsystems.

When viewed with a longitudinal perspective, the
data clearly show a group problem-solving process develop-
ing. Intuitively, the evaluation of the group process is
understandable. Any time a number of strangers are put
together and expected to function jointly a certain amount
of "feeling out" and adjustment occurs before group co-
hesion develops. When one considers the conditions and
parameters under which the students operated in the Small
Group subsystem, it was totally unlike any educational
(or social) model they had experienced before. One would
expect a period of adjustment for students to learn how
the subsystem operated. The data from this experiment
suggest the period of adjustment lasted for the first
four weeks.

After this period of acclimation, the students
apparently began to accept and utilize the concept of
shared responsibility and their problem-solving skills
improved. This is evidenced between the fourth and sixth
weeks of the experiment. The task groups became highly
efficient and effective during the seventh through tenth

weeks. This conclusion is supported not only by the data
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on acheivement, satisfaction, and motivation but two add-
itional scales specifically designed to measure attitudes
toward groups. The students of the Small Group subsystem
expressed a significantly greater tendency to cooperate
with the goals of a group than the students of the other

25.37 compared to x = 22.58 for AVT and

subsystems (x
X = 21.92 for Control). The students who had experienced
the shared responsibility and problem-solving abilities
of the task groups were more willing to subordinate an
individual goal for a goal of the group. These same stu-
dents also expressed a greater tendency to join groups,
having experienced a cohesive and productive group member-
ship. The mean score of the Small Group subsystem on the
tendency to identify with groups was 18.47 compared to
16.12 for the AVT and 15.85 for the Control. The success-
ful experience of the task groups influenced its students
to have a greater likelihood to either join or identify
with future groups.

The outcomes of this experiment lend support to
much of the previous research involving small group be-
havior. The heavy emphasis‘on interdependence and con-
comitant intercommunication promotedigroup cohesion, as
found by Festinger, et al. (1950). J

The ranking of group performance on the weekly
quizzes served as a form of feedback to the entire group.
The members learned not only how well each member was

doing but how well they were performing vis a vis the other
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groups. This enhanced group cohesion and the willingness
of members to accept inter-dependent relationships, as
Thomas (1957) and Jayaﬁantne, et. al. (1974) concluded.
Glaser and Klaus (1966) also found performance feedback
to the entire group was necessary for increased produc-
tivity.

The task groups' decisions on how to divide and share
the responsibilities for the coursework among its members
had the effect of actively involving the members in the flow
of work and therefore, involved in the fate of the group,
according to Zander (1971). The use of a 60:40 group
ratio method of scoring individual and group achievement
on the weekly quizzes functioned as a group contingency
which facilitated peer tutoring and problem-solving be-
haviors within the task group. This conclusion supports
Wolf et al. (1968) who used group reinforcement to increase
arithematic scores; Hathaway (1972) also successfully
used group reinforcements to increase peer tutoring as a
means of increasing achievement; Wodarski et al. (1971),
using a variety of group contingency ratios, found the
greatest incidence of peer tutoring when group contingencies
were used and that as each contingency was composed of
a greater ratio of individual reinforcement the occurance
of peer tutoring decreased.

Lerner and Fairweather (1963) compared the work
performance of groups under maximum supervision and under

minimal supervision and found that the less supervised
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group developed more cohesion, less dependency on staff
decisions, and some increased job performance. .'In sub-
sequent research, Fairweather (1964) developed the note
system of communication to further enhance problem-solving
skills and group autonomy. That note system was adopted
for this experiment and was equally effective in facil-
itating the groups' self-reliance and decision'making.

As the groups' performance improved, the number of ques-
tions directed to the teacher-facilitator decreased and

the number of questions solved by each group alone increased.
By the time the number of questions referred to the teacher
had dropped to zero in week seven, the groups' performance
was reaching its maximum efficiency. The groups' mean
score on the quizzes in the last four weeks ranged from
9.47 to 9.90 out of a possible 10 points. Further evidence
of the group cohesion was found in the significantly high
student satisfaction scores.

The results of this experiment which showed increases
in performance with concomitant increases in student satis-
faction and motivation support the positive relationship
zander (1971) found between satisfaction and achievement
in small group performance. Initially, Zander found a
period of dissatisfaction with the small group environment
and low performance. This was then followed by increased
satisfaction and increased performance just as in this
Small Group subsystem of this experiment.

The absence of any significant differences between
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the AVT subsystem and the Control indicates that in this
experiment, at least, the AVT was not an effective alter-
native to the traditional educational model. The total
lack of any AVT-Control differences suggests the possibil-
ity of an ineffective or faulty programmed instruction
presentation. Perhaps the entire reinforcement continency
needed a vigorous revision to more closely approximate the
effective reinforcement ratios found in Skinnerian re-
search. However, the results of the AVT subsystem in this
experiment are similar to the inconclusive research find-
ings of Gold (1964) and Schramm (1962, 1964).

The absence of any significant realtionships between
either of the experimental subsystems and increased interhnal
locus of control does not support the work of Franklin
(1963) who found significant positive relationships between
internal control and academic achievement motivation, or
similar findings of Coleman (1966), Bachman (1967), and
Morrison (1966). The low correlations between.:the I-E
measure and the self-esteem (.04) and between the post-test
(-=.13) do not give any support to the causal relationships
which Calysn (1973) found between these three measures.

Both experimental subsystems were developed as alter-
native educational models to the traditional classroom.
Each required alternative roles and behaviors for both
students and teachers. Each subsystem used a different
reinforcement contingency. Each required overt responding

from the students and active participation in the decisions
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affecting the learning of the coursework. The results of
the experiment show that the Small Group subsystem was
effective alternative to the traditional model in measures
of achievement, satisfaction, and motivation. The AVT

did not prove to be an effective alternative.

Implications

The positive findings of the Small Group subsystem
suggest several interesting implication for utilization
and future research. In many ways the mechanics of the
small task groups were very similar to successful task
groups developed in hospital wards by other researchers.
This research provides strong supplemental evidence for the
efficacy of developing small groups of individuals into
problem-solving task groups. Since this study was con-
ducted with a student population, it further broadens
the applicability of small task groups. In doing so, it
challenges many of the traditional beliefs of the conven-
tional student-teacher roles. This study indicates that
the students were extremely capable of learning the course-
work through self-direction and shared efforts with their
peers, and that continual input from teachers was not
necessary. The data indicated that the better the groups
were performing, the less frequent the need to consult
with the teachers. The teachers did not need to be the
primary information source for the students but instead func-

tioned effectively by answering questions and elaborating
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on issues directed to them from the students. This in

no way denigrates the importance of the teacher's role but
rather shifts the emphasis toward providing detailed ex-
planations of assorted problem areas in the course mater-
ial. In many ways, this would seem to indicate a more
efficient teaching role because the teacher would immed-
iately become aware of the problems the students are having
by virtue of the questions raised. The teachers are then
expending the bulk of their efforts specifically addressing
problem areas and utilizing their expertise by providing
detailed and expanded explanations.

Teacher training programs should incorporate prin-
ciples of small group dynamics as a useful adjunct to
teaching skills. All teachers should be knowledgeable on
how groups function and be capable of implementing a task
group.

The model also suggests a more efficient role for
students. Within the group eontext, there exists defin-
ite peer pressure for each student to actively participate
in the group's tasks, i.e., learning the course material.
This is most commonly called "pulling your own weight."
This pressure for active involvement serves as a deterrant
to students who delay studying for a class until exam time,
often at the expense of effective performance. The require-
ment in the subsystem that the members of each task group
must decide how to divide the different sections of the

coursework among themselves invites a greater possibility
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that any particular member would be preparing a topic
which best suits his or her own interests. By having to
prepare for consumption only a fraction of the material
from any one of each of the ten units, the individual
student can concentrate on a more limited area of course-
work. Then, within the group meeting, the student pre-
sents the prepared material as well as listens to other
presentations from the other group members.

Since the data from this experiment show the Small
Group subsystem to be effective in increasing achievement,
student satisfaction, and motivation, it would be logical
to apply the task group concepts to a population which is
traditionally low in each of those three areas, such as
school dropouts (who were the original, although unsuccess-
ful, target population of this study), truants, delinquents,
or low achievers Typically, members of these groups have
poor achievement records, are lacking academic motivation,
and find little satisfaction in their roles as unsuccess-
ful students. jIronically, these are often the same people
who are easily influenced by their peers. Therefore, by
channeling the peer group pressure into the formation of
problem-solving task groups, educational institutions would
then offer these students a practical and effective method
of increasing achievement and the students wouid have the
opportunity to begin encountering successful experiences
from a system which traditionally they have found to be

unresponsive and unrewarding.
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As a logical follow-up to this study, there is a
clear need to replicate the Small Group subsystem to es-
tablish the reliability of the positive results. This
might be done either using a similar sample of community
college students or with a sample drawn from different
populations such as middle sch?OI, high school, or junio’}
senior undergraduates. Becijge the task groups requir
certain cooperative skills, the task groups may not be a
useful model at the elementary level.

In addition to the target population, another
consideration for replicative research would be the course
material. This experiment used an introductory psychology
class, divided into ten fairly independent sections. One
could raise the question of the small groups' effectiveness
with a similar course of advanced material or with a class
involving highly technical or scientific content. It may
have been that an introductory social science class was
uniquely suited for this experiment.

A critical direction which any future research must
consider is determining the different parameters of an
effective task group. This experiemnt used a 60:40 ratio
group contingency to facilitate autonomy and mutual respon-
sibility within a group. There is a need to investigate
how important that ratio is to the success of a group.

This could be done by conducting an experiment which com-

pared that ratio to various other ratio possibilities, such

as 40% individual 60% group or 0% individual 100% group.
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As noted earlier, there is limited evidence that as the
group contingency increases, performance will increase.
By comparing different ratios, it will be possible to de-
termine their relationship to increased performance as
well as if the performance of the groups continue long-
itudinally or reach a plateau.

Other characteristics of the task groups which
might be examined include how important is the note system
of communication; whether there are other types of commun-
ication systems which are effective; whether more or less
frequent teacher-student contact is critical.

Since in this research, the small groups met for an
hour each, twice weekly, future studies may wish to deter-
mine the effects of longer or shorter, or more or less
frequent group meetings.

While the generalizability of the result of this
experiment are technically limited to the group of students
who signed up for an introductory psychology class at a
specific community college, the significant results of the
study provide very promising avenues to future research
for those who are interested in the social psychological

dynamics of classroom environments and are searching for

effective alternatives to conventional educational models.
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PRE-TEST

Attitudcs arc discinguished Vrom waocions in wnat actitudes, ot wiotions:

1. are measurcd in tuo "dimensions": positive vs ncgativa, and strong vs weak
2. nhavc a cognitivi aspect and arc rclatively long-lasting

3. have a "fecling” aspict

4. arc always relatively positive and strong

Attitudes tcnd to bo viry resistent to change becausce they are roinforced by:
1. perceptual constance 3. changing bchavior
2. cognitive dissonance 4. coxtremely high pay

A person will tond to change his attitudes in the dircction of what a group's
oxpects if:

1. the cohesiveness of the group is low :

2. the porson is outside the group's pattern of interaction

3. hc aviods comnitting himsclf publicly to the group's opinions

4, the group is more attractive to him than other groups

From thi standpoint of psychology, should we uxpect compulsory racial intcgration
to lcad more favorable attitudes toward intcgration?

V. ycs, according to rescarch cited in this coursc

. no, according to ti theory of “cognitivc dissonancc”

. ycs, only if the integration is forcud at gunpoint

. no, according to cxperiments by Asch and Festinger

. a mob has a "mind" of its oun
a mob is usually 1ucd by an outsidur
a mob tends to lift inhibitions against violent tendoncics the individual
alriady has
4. a mob loucrs an individual's percention of his oun importance

2
3
4
A person is likoly to become more violent in @ mob then he is at other times becausc:
1
4
3

If two groups which arc working for the same goal have cqual power to threaten cach

other, what is likcly to happen?

1. thoy both will forgut the goal and usc the power

2. they wil) work togothoer to reacih the goal more than if they had less power

3. onc group will voluntarily give in to the other

4. thiy vill realize that their poucr has become uscless and will negotiate to
Toucr their poucr,

Studics by Itilgram of obudicnce to authority showcd that:

1. most people arc not willing to causc pain for anyLody olsc

2. most people arc uilling to injurc otiurs scriously, cspucially if they can't
See the victims

3. most pcopl: will injure cncmics Lut not fricnds

4. most peoplc will turn vlolgntly against an authority figurc who tclls them to
harm somcone Clsc

Studics of lcadership seum to indieate thot:

1. som: puopl arc "born lcadaers” and vill risc to the top anywhere

2. a person who is persistint, dopondable, sclf-confidunt, and popular and who
speaks well and takes a lively part in the group's activitics is almost surce to
biscom: a lcader

3. there are no traits or sot of traits which can be found in cvery offecctive
1cader of 2 group

4. all groups tund to sulect the same kinds of leaders

If a group rcquircs an authoritarizn lcrder, the leadership role is likely to b fillud

bust by someone who is very
1. laisscz-fairc 3. intclligent
2. dumocratic 4. nxious
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If A person 1s SGuicwiot, Tubuygh WO LU0 vieeiny Gitvclont Jhaw oo Yo2T CF is group nd
is assign:d a position of cantrality, he is most likely to:

1. bicomi nxious 3. bccome accented as a leader

2. leave the group G. roject the group's attitudas

Homcostasis or the tendincy of an organism to roturn to & state of cquilibrium is
producid primarily by the action of the:
(1) sympathctic nervous systun (2) parasympathitic norvous system (3) id (4) supcrcgo

According to Frcud the part of the mind which trics to balance the motive toward pliasurs
and the motive toward fulfilling the dimands of the socicl cavironment is the:
(1) id (2) cgo (3) suncrego (4) lihido

To watch the late movic on television or to get a good night's sleep shows a situction
vhare thore is:

1. approach-approxch conflict 3. aviodancc-aviodance conflict

2. approach-aviodance conflict d. double approach-aviodance conflict

A polygraph mcasurcs:
1. gquilt or innocence with rospoct to a specific act
2. truth or f2lsuniss of "yis" or "no" rusponscs
3. physiological changes from which cmotion is inforrcd
4. whether cnotion is positive or negative

A man who couldn't afford to buy a motorcycle rumarked "Motorcycling is a dangerous
hobby and [ won't take the risk.™ He is:
(1) projecting (2) repressing (3) raticnalizing () rigressing

A thrce-ycar-o0ld all of 2 sudden wants his bottle again when the family's now baby was
brought hom: from the hospital. Thais is:
(1) suostitution (2) projuction (3) ruprussion (3) regression

The man who claims that cverybody is dishonest may be cxhibiting a defensce mechanism
called: (1) identification (2) regression (3) proj.ction (4) denial

Frucd's contributions to modirn psycholcgical thouaht concirning cmotions:
wave voen iatoresting but rolocively minur ’

~re arimyry i illustrating tio ind:pendince of c¢motion and motivation
includ.s the rec gnitien of unconscicus mativoti a

A F chose

D W N -

Which of the following statiments is truc of dofinsc muchanisms?

. duefonse mechamisas 2lurys involve a distertion of rerlity

dufuense mechanisas are loarned '

defense mechanisms primarily roduce nxicty rither than solve onc's probluns
6. all of the above

W -

There is cvidence to support the hypothesis that thore is 2 rolationship betucen the
nced to achicve and risk toking.  UMhich of the following is truc?

1. the higher the need to dchicve, the higher the risk taken

2. high achicvers are mederyte risk takoers

3. high achicvirs nover take @ risk

Ao lcu achicvers are moderate risk tokers

Which of the following is not Tililly to have @ doctor's degrec in psychology but rust
have a 1i.D. dugree and may treat neurosis or psychosis with drug thorapy?

1. clinical psychnlogist 3. nedic2) social worker
2. counscling psychologist .. psyciniatrist
An obscssion is: 1. an irrcsistible thnaght 3. an unrcasonable fear of scmcthing

2. nirrcsistible actitn . nexygqerated hopelessnoss
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QUIZ 1

Consider the following two distributions of numbers:
Group A = 9, 12, 10, 11, 12, 12, 10, 10, 13
Groun B =1, 7, 10, 138, 20, 22,15, 1, 5
Yhich of the following statements is true?
1. Group A has a grcater variation than Group L.
2. Group B has a grcater variation than Group A.
3. They have cqual variation since their imcans are cqual.
4. Onc cannot determing a difference in variation.

Refer to Group B in the above quostion. that is the median of this group of numbcrs?
(1) 12.5 (2) 11 (3) 10 (4)1

thich of the following is tho definition of the mcan?
1. the most frequent scorc.
2. the mid-point in a distribution of nunbers.
3. a measure of the imcan deviation.,
4. the average score.

To test the hypothesis that college men who are given physical cxercise will achiove
better grades than thosc vho are not given this exercisc, what would be the indepirdent
variable:

(1) grades (2) physical excrcise (3) sex  (4) level of cducation

Psychiatric paticnts from the same hospital were divided into three groups. One group
rcceived plastic poker chips immediatily after oxhibiting appropriatc social bohavior.
Anothcr group roceived the plastic chips at the ond of the weck for all the appropriate
social bchavior cxhibited during the weck. Coth groups could cxchange the chips for

food. Anothur group received no reward for appropriatc social behavior. The control group
is:

thce group receiving chips immediatcly aftcr appropriatc bcehavior,

the group roceiving chips at the <nd of tho wick.

the group recciving no chips.

. both groups rccciving chips.

.
.

LN —

A psychologist wish.s to mcasurc what cffuect the sex of toachors has on the learning rate
of clementary school students. In this experiment, identify the extrancous variablcs
vhich the psychologist would have to take into consideration:

1. sux of the teacher (male vs fumale)
. the lcarning ratl of the students
gradc placuincnt, social class, nutrition and scx of the studonts.
. both 1 and 2 ar¢ corrcct

SwWwN

In an cxperiment which tests the relationship betwcen alcohol and learning comprchension,
the group which reccives the alcohol would be the:
(l? cxperimental group  (2) control group (3) roscarch group (4) variable group

Which of the following is the dufinition of the mode?
the most frequent scorc

. the average scorc

the score which appears more than onc tinc,

. the mid-point in a distribution of nurbers.

WA -

thich of the follouing corrilation co.fficicnts has the greatest power of prcdiction,
(1) +.65 (2) +.01 (3) -.05 (4) -.73

Which of the following is not a charactceristic of the normal curve?

cach norrmal curve has the same stenderd deviation.

cach normal curve is boll shaped.

cach normal curve is syrmetrical.

the mean, ocde, and median of 3 norme) distribution lic cxactly at the center of a
nornal curve.

S W -
« o .
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QUIZ #2

which of the following is not a method of studying the brain?
|. stereotaxis 2. brain stimulaticn 3. brain damage in man
4. action currents

Damage or injury in the reticular formation would ncet likely preduce:

l. unconsciousnesc 2. loss of equilibrium 3. blindness 4. agitation
The part of thce brain that has direct control over the primary drives such as
hunger, thirst, sex, and slecep is the:

I. cerebral cortex 2. mi-'-brain 2. hypothalmus 4. medulla

Which of the following allows communication between the two hemispheres of the
brain?
|. cerebral cortex 2. mid-brain 3. medulla 4. corpus collosum

The cerebel lum scrves which of the following functions:

1. center of pleasurable feelings 2. necessary for consciousness
3. maintains equilibrium 4. controls the basic tody functions

Each neuron has a tnrashold which is the amount of stimulation necessary for
tne neuron to resgond with a nerve impulse. VWhich law applies to this
pbencranon?

I. weber's Law 2. the all-or-none law 3. the law of effect

4. the absolute law

In a reflex arc, a stimulus travclis:

fror. the receptor to the spinal cord to the effector.

2. frcm the receptor, to the spinal ccrd, to the train, back to the
spinal cora, and finally tc an effector.

3. frcam the rcceptor to the effecter.

4., from the brain to the effector.

-—
.

e in the nervous system is:

Il. tne arca vhere an impulse is transmitted from one neuron to another.

2. tite part of a n2uron which carries the impulse away from the cell body.
3. 3 halance tetwzeen sympathetic and parasympathetic activity.

4. a3 ncuron which connects o scnsory nerve to a motor nerve.

Cerebellum is to muscle coordinaticn ac nedulla is to:
I. motor roverente 2. bazic body functioning 3. consciousness
4. motivaticnaol tehavior

The result of a Intotomy is:
1. make paticnts rrore active.

Z. increasne patients social sencitivity,
3. increase a porson's ability to think in abstract terms.
4, mare patienrs “ore docile,
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Wwile 45
Coing inTu 3 wufmcnce 100 d pefCoiviig 2 pinfling o1 Lrliiinary 1iqnT mve
about is an example of:
. Ttre autc-kinetiz effect 2. an innate perceptual ditference
3. perceptual constancy 4. subliminal parcepticn

vWhen two arcups of children were asked to make 3 variatle disc of light equal
to the sicze of difizrant coins, which of the followina descrizes the results
of the researcn?
I. Tre pcor children overestimated 1o a much greater degr2e then the ricn
children,

2. Tae rich children overestimated to a much greater deqrez tran the coor
children, :

3. The pcor children undarestimated the size of the coins,

4. Both groups undcrestimated the size ot the coins.

Which of tre following is not a factor which thrasholds appear to depend?
1. tre acuity of tne subject's senses.
2. the just neticeavle difference used in finding the absolute threshold.
3. the past expcriences of the subjoct.
4. wnat other stimuli are being administered at the sare time.

Consider the American flag demonstration in black became whit2; green becam2 rag;
and yellow tecama tlue after following The instructions on the tape. This phenomenon
woula most fikcly support which of the following theories of calor vislon?

l. the Yeung HzlanulTz 2. the Purkinjc 3. tne hering 4. the color vision

Perception is a process assiqnina to sunsaticn.
I. fecling 2. rrriirclds 3. distortions 4. rianing

You look at thc rreon cn the horizon ard the nooa appears larcar tnan when it
is at its zenith, tny? .
l. bccaust you perceive cach stimulus as keing harmcnious with the rest of
the pattcern.
2. bteczuse it i< closer tc you.
3. tecaute Gn the norizon it is not as oright as when it is at its zenlth,
4. becuust iT i5 closar to the carth.

A psynnology teacher trics a now techrinus 1o improve her stutants' grades.
Whil they are in the 2lassroce lictining to the lecture, <2owiral micrcohones in
the rocm arc Lroadcasting study peycloalogy, Study psychcloay, otc. bolow the
rang: of e studunts' hcaring thrisholds. This is an cxarple: of the use of:

b, jutt rotiz.atle difterences 2. perceptual consrenty

3. oubliminal co2s 4, proximity

Joe can just Larcly discriminate between a 19-pound wcignt and an Il-pound weicht,

B2 is tryina to recp nis wife, fess, on her dict,  tBofore sre coes off to the

annual dinner ot the wWeren's Kintting ond Feach Prascrve Scciaty, he checks her

weiant Ly lifting hier and finds that b weigns 200 pounds. 11ou mucn can she

atftorg 1o q:in Lefore e will notice the difference in hor wcigh b oatter she returns?
1. | pound Z. |1 pounis 3. 15 pounds 4. 22 gpoundas

vihen o goor is slightly opzned, it ctill looks like 9 rcctensular docr to you
even thouah the stimualus 90 your rCtina i3 actually trapezer2at,  This i< zn
crxatpie of:

I, <hupe constancy 2. o ficurc=qround r:lationchip

3. sice eanstancy 4. just noticsable 3itecrence (JRD)

A tr:c 100 yards auay may project on ti: rotingd an imanc no Liacorr than that of
a tournpicin a toot s.ay.  Cuspite thice fact, the ftrze is porc2ived 3s being much
targee,  Tnis teatore of purcention ie khoun as:

' $ionr 2 v tiecn L bF - T o Bl 1 A&, ~rnstanans
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QuIZ 24

A young hou svife wos 1lsfening to her stereo that was playing Jiml Hondrix's

"Foxy Lady" and peeling onlons. Her eyos becamas very teartul. Now everytims sha

hears "Foxy Lady" on tho radio, she bocomss tearful. The unconditioned stimulus Is:
i, tho stei0o0 2. the song "Foxy Lady"™ 3. onlons 4. tears

In a reptlcetion of Paviov's research, considaer s dog who had comploted tho process
of extinction untii ho only sallvated one drop when p-esentod the ball alone. (wo
days later the dog was brought back to the experimentai situation and whon the bell
was pressnted he sallvaled thros drops. This tllustrates which ot the tollowing

phenomenon?
). discrimination 3. spontaneous recovery
- 2. stlmulus generalization 4. trlal ond error learning

Instructors are pa!d every two weeks at LCC. that schadule of ~elniorccmant

“"are they on?

. be tixod ratto 2. +tixed lnfe.-val 3. verlab!e ratio 4. variable inforval

mnch of the following Is a statemant of the Law of Eftect?

I. 1f a response was lollosed by a reward this response would be more |ikeiy
to occnr again,
.2, The more often 8 responsa Is repeated, tha strongaor the learning wii? ba:
3. Tha animal must bo physloiogically preparcd.
- 4. 1f an organism Is presentied with the results whon etiempting a task, his
’ pertomance wiil Improve.

If you were lost In the woods and you randcmiy wandered arcund until you found
your way out, and then a year late: you got lost In the sawme woods and {t+ took
you much loss tim3 vo find your way out the socond tima, ihen th!s would be an
example of : .
i. drive 2. trial and e-ro- learning 3. Insight lca-ning 4. discrimination

The chimpanzes who has been given iwo short hollow sticks that coutd be flited

together, who has been trying to reach a banana by onfy using one of them, and
who suddeniy fitted the two sticks together and succossfuily resched the bansna,
11lustrated: .
l. tlatent Ooarn!rg 2. slign learning 5. Inslgm learning 4. stimulus general!-
zation .

fn Hutl's Thoory, the obseirvabie quality or kind of re' nforcmonf rafers to which

" of the tolicwing constructs:

t. D-ive 2. Vulue 3. Iintensity 4. Work

Conslde~ a rat In a Skinner box who gets roinforcod everytime he presses tho ba-
12 timos. This ‘s an exarplo of:

1. varioblio Intosva!l gcheduie 3. flIxed Into-val schedule

2. variodie ratio 4. fixed ratio schedulo



151

9. A xar vetsran drops Into 8 ditch whonsver a3 car backfires. The phenomerion
Vliustrated is:

I. 1Insight learning 3. stimulus discrimination
2., supe/stitious bahavior 4. stimulus genecalizarion

10, Atter conditloning, the uncond(tloned response becomes tho:

1, conditioned stinulus 3. conditioned responce
2. unconditionod stimuius 4. Inte:rvening variahie
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QuUiZ &5

Which of tho following Is a difference batwean massed and distribuied praciico?
1. Whather or not the material Is learned at the baginning, mliddle,
or ond of each practice session.
2. The amount of matorial presentad.
3. How quickly knowledge ot results follows each practica sesslon.
4. The length of time It takes to complete the total amwunt of prectice.

Which of the fcllowing Is an example of motlivated forgetting?
1. disuse theory
2. wanting to feel an unpleasant feeling such as gullt .
3. interference of one type causing a person to forgof other maierial
4. repression .

Conslider that you are taught In the Unlted States to drive on the right-hand side
of the road. If you plan to dirve while visiting England, 1t will Yo necessary for
you to drive on the left-hand side of the rcad. You will have difficuliy making
the switch. This Is an example of:

1. retroactive Inhibition 3. negativo transfer of learaing

2. positive transter of learning 4. stirwulus ganerallzation

Why do psychologists often use nonserise syllables in experiments with verbal
learning?
1. Subjects tend to be more faml!lar with nonscnse syllables than with maaning-
ful words,
2. Honsense syllables make tasks more difflcult than meaningful words.
3. Subjacts are likoly to be equally famllilar wivh nonsansa syflables, hence
effect of past expericnce Is controlled.
4. Nonsense syllables are easler to memorize than meaningful words.

Which of the following Is an examﬂlo of paired-assocliata learning?
1. Insight learning 3. latent learning
2. learning a poem 4. learning the vocabulary of a foroign language

Items at the bsginning and the end of lists are learnad more rapidly than |tens
In the middle of the list. This Is called:

1. the serlal position effcct 3. listing eifect

2. redlnfegraflon 4. the Law of Efioct

Which ot the following statoments |s true?
1. Negative transfer Is the principle undorlylng proactive Inhlblflon.
2. Retroactive Inhibition Is related to posltive transfer.
3. Ratroactive inhibition Is an axasnple of notivatad Interfarenco.
4. Thero Is no transfer of learnirg whan madiation occurs.,

Overloarning Is nocassary corsldoring that:
1. 2 groat amount of material has beon learned.
2. not enough time had boen spent on tho task in the first place.
3. tho material Is to be rofalned for a lorg perliod of tiio.
4. sulf-reclitation Is halpful in learning material.

To test proactive Inhiblition, ona dlrects an experimental group to:
1. learn A, learn B, recall A 3. lcarn A, rest, rccall A .
2. loarn A, loarn 6, rezall B A. loara A, recall A, loarn B

If you onco know hcw to roller skat: and you hada't skated for scmo time, but you
put on a pulr cf skates and took ofi, than this would Lo an exanpla of:
1. redintogration 2. recall 5. racojnition 4. relearning
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The is composcd in part of the idcals and standards acquircd in childhood.
1. supereco 2. cro 3. libido 4. id

Five ycars aftcr craduation, a student still remerters the name of a profcssor
vho cavc hirr an A, Lut nas forcottcn tiie name of the profcssor who cave hir an F,
This illustrates:

1. rctionalization 2. projection 3. rcercssion 4. rcpression

In a study of pcrsonality traits, all the merbers of a fraternity rated cach other.
Paul ratcd a aurber of his fcllow members “very obstinate and stuttorn.” The
conscnsus of all the ren was that Paul vas the rost stubborn man in the housc., It
would scer: that Paul, in makina his ratines, was influenccd by:

1. reercssion 2. projcction 3. rationalization 4. rcprcssion

A youna voran novw cnrolled in collcqc has just rcccived a rarriace proposal from
a man with whor shec is very much in love. If she docs not corplete her collere
trainine she uill be handicasnid later in Vife, but if she acts rarricd it will
be 1rposstblc for her to in collcoe. If shc does not accecpt the proposal
at this tire, hovcver, the man may marry sorcone clsc. This type of conflict is:
1. avoidancc-avoidance conflict 3. annroach-avoidance conflict
2. approach-approach conflict 4, double aprroacii-avoidance conflict

If there cxisted a continuum of motivation vith no motivation at onc end (ond A)
and extrencly hich rotivation at the onposite (end ). "here on the continuum
would the most cfficicnt bechavior most likely occur?
1. closc to cnd A 3. approxiratcly half vay between A and C
2. closc toond L 4. closc to both A and C

Primary rcinforcer is to watcr as sccondary rcinforcer is to:
1. money 2. food 3. air 4. hanburacr

The function of the parasympathetic nervous systern is to:
1. relax the orcanisn aftcr an criotional arousal.
2. quickly incrcase the activity of the adrcnal and pituitary elands.
3. carry impulses to thc rotor nervcs.
4. carry irpulscs fror cffcctors to the contral nervous system.

Supposc that you arc offcred a nev' job. The job is onc you have wanted for a lona
tinc., It satisfics achicvement nccds. On the other hand, vou have sorc doubts
about your ability to succend, and you fcar failurc. Such a situation rioht be
considcred to Le an:.

1. avoidancc-avoidance conflict 3. apnroach-approach conflict

2. approach-avoidancc conflict 4. double anproach-avoidance conflict

The instrurent vhich mcasurcs chanacs in the clectrical resistance of the skin
occurino as the result of crotion is called:
1. EXA 2. clcctrocencephaloorar 3. nolycraph 4. ealvanorcter

The vorks in thc "scrvice of the rcality principlc.”
1. id 2. libido 3. cro 4, supcreeo
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For thc ncurotic, depression is characterized by:
1. irrational thourhts appiarine at inapnropriate tircs,
2. ovcr-rcaction to a disanpointimcnt or loss.
3. cexcessive tircdness and prolonced tension.
4. <cisabline obscssive thouehts.

arc intensc fcars of objocts or situations that in fact nrcscnt no rcal
danacrs.
1. cornulsions 2. obscssions 3. anxictics 4. phobias

If a person uithdraws completely from normal life and contact with rcality he is
callud a:
1. ncurotic 2. psychotic 3. sociopathic 4. psychosor:atic

A constant..feelin2 of anxiousness.ds-indicative ofs. -
1. general anxicty rceaction 3. hypochondriasis
2. asthenic rcaction 4. Jepressive reaction

If a person belicves he has an injured spinal cord, but the doctor is not able to
confirm any disability, this would be an exarple of:

1. a psychosoratic symptor 3. an orcanic psvchosis

2. a hypochondriacal syrptom 4. a functional psychosis

thich of the followinr is an cxarplc of a psychosomatic syriptom?
1. extreme nood Swinas
2. an irrationa) fear of sr21l roors
3. blindncss without any obscrvatle disorder in the eyc.
4. nasal conncstion apparently causcd by stress.

t'"hich of the followine is a syrptom of a sociopathic disorder?
1. cririnal bchavior 2. schizonhrcnia 3. pontic ulcer 4. claustrophobia

The doctor of a younr woran cited as a rcason for her failure to hand in an essay on
the assionid datc, the cxcuse that her rioht arr was paralyzed from the shoulder
dovnward. .0 pliysical disordcr could account for it. This is an exarple of:
1. phebic rcaction 2. enxicty reaction 3. conversion.rcaction 6. nypochondriacal
rcaction

A type of therapy that rost oftcn, althourh not aliays, involves interchance
tetiicen tvo or riorc persons is called
1. conditionine therapy 2. sinck therapy 3. mcu1cal therapy 4. psychothcrapy

An arbitious youne ran vho has failcd to oct a prorotion dccides that his supcrior
cxccutive has a qrudce acainst hin, Le is protably showine syrptoms of:
1. rationalization 2. projcction 3. rcpression 4. roercssion
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Accordine to Erikson, the main task of the adolescence is the resolution of:

1. intiracy vs isolation 3% duentity vs diffusien
2. trust vs mistrust . autonory vs sharc-doubt
In Freud's phallic stace, the is seen as the rival in Jedipus complex, and the

as the rival in Llectra corplex. -
T. Loy, rirl 2. cirl, Loy 3. rother, father 4) father, rother

then the beans fror a tall thin jar are pourcd into a wide jar ard a S-year-old
raintains that the tall jar Las 1 are beans chan the wide jar, this c*i1d rost protably
1. is rcntally retarded

, 2. is displayine sensorirator developrent.

\3. hasn't rcached thc stace of concrcte opcrations.
4. is not cevelopine norrally,

The followina precess mav ranivest itself at birth or lone after birth, It follows
an orderly and predictable scauence of cvents Lut its rate rav be sorevhat altered

Ly envircnrental circumstanccs. It also sets lirits on what a nerson is physinlo-

rically preparcd to learn, It is callec:

1. intellectual develonrent 3, creacralization

2. inheritance QQ raturation

Nesearch by F, .1, ¥allran indicated that tho deerce of aenctic closeness is rositivelv
correclated with:
1. the inheritance cf Lirh intcllircnce.
72. thc incidence of riental illnzss aronc rolatives.
3. tuc ability to withstand frustration.
4. rotor alility in rats.

Freud's latency poriod lasis fror about ___ until _ .
1. the first vear of life, thie sceond ycar

. & ycers of acc, 7-8 ycars of acc

. 7-C years of ace, the start of pubcrty

. the swart of pubcrey, aculescence

WM

To be considerca “norral” in hiis dovelopment, fror a nsycliolocical point of viae, a
person fust:

J.p prefer vhat is real over vhat s not real.

2. bu totally fric of anxicty.

3. ke totally free of dofense mechanisrs.,

4. confore: to tho norms of his socicty.

ficcordina to Piacct, a child's ncreeptual intclliocnce develeps throunk scveral staecs:
1. oral, anal, phallic, latcnt, acnital

2. trust, autonory, initiativz, industry, idontity

3. scnsorirotar, preconceptual, intvitive, concrote epcration, forral oncrations

4. 1id, cro, suncreee, reality, lilido

""hat is not truc of raturacion?
1. It is 2 biclorical proccss.
2. It scts linits on vhat can b learnd.
3. It aluays follows an orcarly sioucnce
(4. It procceds autoratically reeardliss of cnvironrent.

Rescarchers have found that todv hcirhit is rorc sinilar for peenle closcly related
tian for pioplc not rclated at all. 1his is an cxarple of:

1. corrcletiona) rescarci 3. sienificant rcsult

2. cxperirental rescarch 4. clinical riscarch
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QuIZ 49 . Mr. McKonzle
The Rorschuach end TAT tests aro oxamples of:
1. objective tests pencii-papor tests
2. situational tests projective techniques

la the following test item, tho subject Is required to choose between two phrases that
appoar equally acceptable or equally undesirable:

A. | foel veprossod whon | tail at scmething.

B. | tell rurvous whun glving 8 Talk before a group.

This Is an illustraticn of:
1. an arbltrary scale 3. a8 paired comparison scale
a torcad-cholce scale 4. 8 pertformonco scale

Hou can you dost check the validity ot a motor aptituda test? .
. Find the corralation coetflictent batwesn the scores on the test and the scores on

another eptltude test.
Find the correlation ccefficient between scores on this test, and porormance
ratings on the job for which the test was designed.

3. Find the correlation coetficlent betweon the scoros some people make toduy on the
test, and scores the same people make on tho same tost flve days later.

4, Find the correlation cootficient tetwreon the scores oun the first half of the test
und the ccores on the second hulf of the same tost

It 3 psychologlst told you that a certaln indlvidunl was mantally i1l because of "bumps
In his skull,” you would conclude that thi sychologist was a practitioner of:
1. psychoanalysis 2. pupillomet-ics @phromlogy 4. bshavior muditication

Is making a Judqgezant of a person as Is to grading a purson above or
below anch of the others on exch criterion Involved. .

1. portormance tost, pencil-paper test 3. ranklng, rating

2, pencil-papor test, pertormance test rating, ranking

An Intallignnce test has & standard deviation of 16 [Q nolnts and a meen of 100. Jcha
has a coviation !Q of 132. Approximately on what porcentilo would he te In rulation to .
others his ajo?

1. 16th percentllo 2. 50th percentile 3. 84th percantlle S9th percentile

* A mlcrocuphal lc has an unusually small cranlum. What characteristics can we assuma from

thls outward appearance?
1. Inablilty to got along with others muscle coordination
2. hls score on porsonallty tests nono of these
a
Sue Is/very careloss porson, but you rate her as unusually carsful becauso you are
Impressed Lv hor charm and modesty. This is an lllustration ot: (:jb
halo eftect

1. nbjoctivity 2. lonloncy error 3, forced-choice rating

The maln purpose of test standardlzarlon 1s to:
stadlish obJoctivity In sccring 3. have high roll;cllify and valldi* y coofflclonts

)
(é:)ustabll <h norms 4. get consistont results

which of tha following Is false?
1.)A tast con bo valld without doing retlablo.
d. A tost cun bte rellable without being valid,

3. A tect myy be cLjoctive withour bain) standardlzcd.
4. Ctjectivity Is vssontial for rolle - 1lty and standardizatlon,
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Attitudes are distinpuished from emotions in that attitudes, not emotions:
are rmeasurced 1in two “dimensions’: positive vs nepative, and strong vs veak
have a coznitive aspect and are relatively long-lasting

1.
2,
3.
4.

Atcitudes tend to be very resistent to change because they are
changing behavior
extremely high pay

1.
2.
P
“p

A
ex
1
2.
3
4
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POST-TEST

have a “feeling' aspecct

are always relatively positive and stronp

perceptual constance
copnicive dissonance

3.
4,

0!501 will tend to change his attitudes in the direction of
cets if:;
tLe cohesiveness of the group is low

the person is outside the group's pattern-of intecraction
he avoids committing himself publicly to the group's opinions

the group is morc attractive to him than other groups

reinforced by:

what a groups

From the standpoint of psychology, should we expect compulsory racial

intesracion to lead more favorable attitudes toward integration?

A person 1is likely to become more violent in a mob than he is at other times

no, according to the theory of "cognitive dissonance"

a nmob tends to lift inhibitions against violent tendencies the individual

a nod lowers an individual's perception of his own importance

1. yeos, according to research cited in this course
”
3. yes, oaly if the integration is forced at gunpoint
4. no, according to experiments by Asch and Festinger
because:
1. a mob has a "mind" of 1its own
2, a mob 1is usuzlly led by an outsider
3.
alrcady has
4.
If

two fjroups ““hich are working for the same goal have equal power to threaten

cach otiher, what 1s likely to happen? )
they both will forgetr the goal and use the power

1.
2.
3.
4.

1.
2.

3.
4,

they will work together to reach the goal more than if they had less pover.

ore group will voluntarily give in to the other

they will rcalize that their power has become uscless and will depmotiate to

lower their power.

.

' Studies by Milgram of obedience to authorlty showed that:
most people are not iwlling to cause pain for anybody else

mo«t people are willing to injure others seriously, cspecially if they

can't see the victims

most pcople will injure encaies but not friends
nost people will turn violently against an authority figure who tells

t..cm to harm somcone else

Studies of leadership seem to indicate thac:
and will rise to thc top anywhere
A nerson who is persistent, dependable, self-confident, and popular

1.
2.

3.
4.

If a ;roup requires an authorit -
£111

sone pcople are '"born leaders

and wno spears well and tilies a lively part in the group's activities is

Al-nst sure to brcome a lcader

tiicre are no traits or set of traits which can be found in every efrective

Lleader cf a group

all ycoups tend to seleet t* same kinds of leaders

cd best by somcone who is v..oy

1.
2.

laissez-faire
derocratic

3.
4.

intelligent
anxious

fan leader, the leadership role is likily to be ’
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Form B p. 2

Which of the following is not a characteristic of the normal curve?
1. each normal curve has the same standard deviation.
2. each normal curve is bell shaped.
3. each normal curve is syumetrical.
4. the mean, mode, and median of a normal distribution lie exactly at the center
of a normal curve.

What {s the mean deviation of the following group of numbers - 26, 24, 20, 16, 14?
1. 20 2. 6 3. 5 4. 4

On a previous Psychology exam the mean score was SO and the standard deviation was
calculated to be 10. If you had taken that exam and had scored a 30 on it, how
many standard deviations would a score of 30 be from the mean?

1.1 2.2 3.3 4. 4

Which of the following is not a method of studying the brain?
1. stereotaxis 2. brain stimulation 3. brain damage in man ‘4. action currents

Damage or injury in the reticular formation would most likely produce:
1. unconsciousness 2. loss of equilibrium 3. blindness 4. agitation

The part of the brain that has direct control over the primary drives such as
hunger, thirst, sex, and sleep is the:
1. cerebral cortex 2. mid-brain 3. hypothalamus 4. medulla

Which of the following allows communication between the two hemispheres of the brain?
1. cerebral cortex 2. mid-brain 3. medulla 4. corpus collosum

The cerebellum serves which of the following functions:
1. center of pleasurable feelings 3. necessary for consciousness
2. maintains equilibrium 4. controls the basic body functions

Each neuron has a threshold which is the amount of stimulation necessary for the
neuron to respond with a nerve impulse. Which law applies to this phenomenon?
1. Weber's Law 2. the all-or-none law 3. the law of effect 4. the absolute law

In a reflex arc, a stimulus travels:
1. from the receptor to the spinal cord to the effector.
2. from the receptor, to the spinal cord, to the brain, back to the spinal cord,
and finally to an effector.
3. from the receptor to the effector.
4, from the brain to the effector.

A "synapse" in the nervous system is:
1. the area where an impulse is transmitted from one neuron to another.
2. the part of a neuron vhich carries the impulse away from the cell body.
3. a balance betwcen sympathetic and parasympathetic activity.
4. a ncuron which connects a sensory nerve to a motor nerve.

Cerebellun is to muscle coordination as medulla is to:
1. motor movements 2. basic body functioning 3. consciousness &, motivational
behavior
Coing into a darkened roor and perceiving a pinpoint of stationary light move'
about {s an example of:
1. the auto-kinctic effect 3. perceptual constancy
2. an innate perceptual difference 4. subliminal perception
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then two groups of children were asked to make a variable disc of light equal to
the size of diffcrent coins, which of the following describes the results of the
research?
1. The poor children overestimated to a much greater degree than the rich children.
2. The rich children overestimated to a much greater depree than the poor children.
3. The poor children underestimated the size of the coins.
4. Both groups underestinated the size of the coins.

Which of the following is not a factor which thresholds appear to depend?
1. the acuity of the subject's senses.
2. the just noticeable difference used in finding the absolute threshold.
3. the past experiences of the sutject.
4. what other stimuli are bLeing administered at the same time.

Consider the American flag demonstration in black became white; green became red;

and yellow became blue after following the instructions on the tape. This pheno-

menon would most likely support which of the following theories of color vision?
1. the Young Helmholtz 2. the Purkinje 3. the lilering 4. the color vision

Perception is a process assigning to sensation.
1. feeling 2. thresholds 3. distortions 4. meaning

You look at the moon on the horizon and the moon appears larger than when it is
at {ts zenith. t‘hy?
1. because you perceive each stimulus as being harmonious with the rest of the
pattern.
2. pecause it is closer to you.
3. because on the horizon it is not as bright as when it is at itg zenith.
4, because it is closer to the earth.

A psychology teacher tries a new technique to improve her student's grades. While
they are in the classrooa listening to the lecturc, several microphones in the
room are broadcasting 'study psychology, study psychology,”" etc. below the range
of the student's hecaring thresholds. 7This is an example of the use of:

1. just noticcable differcnces 3. subliminal cues

2, perceptual constancy 4. proximity

Joe can just barely discriminate between a 10-pound weight and an 1l-pound weight.

He 1s trying to kcep his wife, Tess, on her diet. Before she goes off to the

annual dinner of the Women's Knicting and Peach Preserve Society, he checks her

weight by lifting her and finds that she weighs 200 pounds. How much can she

afford to gain hefore he will notice the dificrence in her weight after she returns?
1. 1 pound 2. 11 pounds 3. 19 pounds 4. 22 pounds

When a door is slirhtly opened, it still looks like a rectangular door to you even
though the stinulus on your retina is actually trapezoidal. This {s an example of:
1. shape constancy 3. a figure-ground relationship
2. size constancy ‘ 4. just noticeable difference (JND)

A tree 100 yards away may project on the rctina an image no bigger than that of a
toothpick a foot away. Despite this fact, the tree is perceived as being muth
larger. This feature of perception is known as:

1. figure 2. the liren effect 3. ground 4. constancy
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The fact that XXX000 is perceived as two groups rather than 6 symbols, illustrates
the concept of:
1. proximity 2. similarity 3. closure 4. a figure-ground relationship

In human perception, there is a tendency to organize perceptual stimuli into
neaningful patterns, which is strongly influenced by our culture. Which of the
slides in Unit Three was an example of this?

1. the dog 3. the full moon near the horizon

2. the Anerican flag experiment 4. the red urn - pink faces

The tendency to organize stimuli on the basis of their relationship to each other
(how they are grouped) is known as:
1. sinilaricy 2. closure 3. optical illusion 4. proximity

The image on the retina of an eye i1s an example of:
1. a proximal stimulus 3. a conditioned stimulus
2. a distal stimulus 4. an absolute threshold

A young housewife was listening to her stereo that was playing Jimi Hendrix's

"Foxy Lady" and peeling onions. Her eyes became very tearful. Now everyticie she

hears "Foxy Lady" on the radio, she becomes tearful. The unconditioned stinulus is:
1. the stereo 2. the song "Foxy Lady" 3. onions &. tears

In a replication of Pavlov's research, consider a dog who had completed the process
of extinction until he only salivated one drop vhen presented the bell alone. Two
days later the dog was brought back to the experimental situation and when the bell
was presented he salivated three drops. This illustrates which of the following

phenomenon?
1. discrimination 3. spontaneous recovery
2, stimulus generalization 4, trial and error learning

Instructors are paid cvery two weeks at LCC. 'hat schedule of reinforcement
agre they on?
1. fixed ratio 2. fixed interval 3. variable ratio 4. variable interval

Which of the following is a statement of the Law of Effect?
1. If a response was followed by a reward this response would be more likely
to occur again.
2. The rore often a response 13 repeated, the stronger the learning will be.
3. The animal must bhe physiologically prepared.
4, If an organism is presented with the results when attempting a task, his
performance will improve.

If you were lost in the woods and you randomly wandered around until you found
your way out, and then a year later you got lost in the same woode and it took
you nuch less time to find your way out the second time, then this would be an
example of:

1. drive 2. trial and error Yearning 3. insight learning 4. discrimination

The chimpanzee who has Leen given two short hollou sticks that could be fitted
together, who has been trying to reach a banana by only using one of them, and
who suddenly fitted the two sticks together and successfully reached the banana,
illustrates:
1. latent learning 2. sign learnfng 3. insight learninz 4. stimulus generalf-
zation
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In Hull's Theory, the observal:l2 quality or kind of reinforcement refers to which
of the follswing constructs:
1. Drive 2. Value 3. Intensity 4. Work

Consider a rat in a Skinner box who gets reinforced everytime he presses the bar
12 tines. This is an exanmple of:

1. variable interval schedule 3. fixed interval schedule

2. variable ratio s3zhcdule 4. fixed ratio schedule

A war veteran drops into ¢ ditch whenever a car backfires. The phenomenon
illustrated 1is:

1. insight learning i 3. stinulus discrimination

2. superstitious behavior 4. stinulus generalization

After conditioning, the unconditioned response becomes the:
1. conditioned stinulus 3. conditioned response
2. unconditicned stimulus 4. intervening variable.

The professor who was lured out the door by students who paid more attention
whenever he moved toward the door is an example of:

1. spontaneous recovery 3. trial and error learning

2. shaping behavior 4. insight learning

You are sitting i3 a restaurant and begin to salivate as you are reading the menu.
According to the theories of classical conditioning, the menu would be:

1. the conditicned resgonse 3. the unconditioned response

2. the corditicaed 3tinulus 4. the unconditioned stimulus

Associationists empha-ize the principle that:
1. when events occur together more often, the association between them becomes
weaker.
2, sensations which occur together tend to become associated with each other.
3. humans learn more by intuition than by conditioning.
4. nore probatle rroponses reinforce less probable responses.

Consider a p2rsca rvho has his environment completely controlled by some external
force. Durivrg a gi!ven § hour period each day, the subject chooses to swim for 2
hours, shoot basl:2®a I>r 3 hours, sit for 1 hour, eat for one hour, and 1ift weights
for one huur. A:tocliig ro the Premack Principle, if one wanted to increase the
anmount of timz t:iic sruLject rpent eating during the eight hour period, which of the
following wou'd be thn most cffective reinforcer?

1. deprive uin of f-cd 3. svicoing

2. allow hiz= o cir drwm 4. basket shooting

While walkics, ca .(l:: teach, you suddenly remember how you used to walk on another
beach. This 15 aa exz=ple of:
1. recall 2. redirtegration 3. relearning &. recognition

Which of the follcwi~g statements i{s not true?
1. Yonsense syllcbles will be retained to a greater degree than prose.,
2. If matcrial is o:ganized, 4c 1s much casier to reteaber.
3. You will be able to learn neaningful material much sore rapidly than
meaningp)ess Material.
4. Material lcarrcd through underctanding will most likely stand the test of
tize witii resract to the amount retained
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Which of the follcwing is a difference between massed and distributed practice?
1. Whether or not the material is learned at the beginning, middle, or end of
each practicc session.
2. The amount of matericl presented.
3. How quickly knowledge >f results follows each practice session.
4. The length of tine it takes to complote the total amount of practice.

Which of the follouing is an example of motivated forgetting?
1. disuse theory
2. wanting to feel an unpl:asant feeling such as guile.
3. interferenze of one type causing a pecson to forget other material.
4. repression

Consider that you are tavght in the United States to drive on the right-hand side
of the road. 1f you plan to drive while visiting England, it will he necessary for
you to drive on the left-hand side of the road. You will have difficulty making
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the switch. This {s an example of:

1.
2.

retroactive inhibition 3. negative transfer of learning
positive transfer of learning 4. stimulus generalization

Why do psychologists nften use nonsense syllables in experizents with verbal
learning?

1.

Subjects tend to be more familiar with nonsense syllables than with meaningful

words.

Nonsense syllables make tasks more difficult than meaningful words.
Subjects are likcly to be equally familiar with nonsense syllables, hence
effect of pzsc cxperience is controlled.

llonscnze srllables are easier to memorize than meaningful words.

Which of the following is an example of paired-associate learning?

1.
2.

insight learning 3. lacent lcarning
learning a poen 4. learning the vocabulary of a foreign language

Itens at the beginning and the end of lists are learned more rapidly than items
in the oliddle of rhe list. This 1is called:

1.
2,

the serial positlon effect 3. listing cffect
redintegration 4. the Lawv of Effect

Chich of the following statements is true?

1.
2.
3.
4.

Ndegative transfer 1s the principle underlying proactive inhibition.
Retroastiv.. ichibltion is related to positive transfer.

Retroactive {nnibition 1s an cxample of mo:ivated interference.
There {35 nou tiecasfer of learning waen mediacion occurs.

Overlearning is rzceszary considering that:

1.
2.
3.

a great amount o: material has been learned.
not enouph %fme %ad Lcon spent on the tusa il .ue [Irst place.
the nmatericl 13 to be retaired for a long period of time.

4. self-recttceticr 1s helpful in learning material.

To test proactive {rhibicion, ore directs an experimental group to:
1. learn A, lecarr 3, cccall A 3. learn A, rest, recall A
2. lecarn A, lcarn B, recall D 4. learn A, recall A, learn B

If you once krow hos to roller skate and you hadn't rkated for some time,
put on a pair of skatcs and took off, then this would be an example of:
1. redinzegration 2. rccall 3. recognition &, relearning

but you
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Feedback means:
1. being deprived of food which you can receive while your behavior is being
shaped.
2. returning to a stage of your lifc where previous learning had occurred.
3. being able to know immediately how well you are performing a task.
4. that a relationship exists bLetuveen organization and retention of material.

The is composad in part of the ideals and standards acquired in childhood.
1. superego 2. cgo 3. livido 4. id

Five years after araduation, a student still remenbers the nace of a professor
who gave him an A, but hac forpotten the name of the professor who gave him an
F. This {llustrates:

1. rationalization 2. prcjecction 3. regression 4. repression

In a study of personality traits, all the members of a fraternity rated each other.
Paul rated a number of his fellow .. -bers ''very obstinate and stubborn." The
consensus of all the men was that Paul was the most stubborn man in the house.
It vould seen that Paul, in auking his ratings, was influenced by:

1. regression 2. projeccion 3. rationalization &. repression

A young woman now enrolled in college has just received a marriage proposal from
a pan with whom sie is v~ry much in love. If she does not cooplete her college
training she will be handicapped later in life, but if she gets married it will
be inmpossible for her to remain in college. If she does not accept the proposal
at this time, hovever, thc man may marry someone else. This type of conflict is:
1. avoidance-avoidance conflict 3. approach-avoidance conflict
2. approach-approach conflict 4. double approach-avoidance conflict

If there existed a continuum of motivation with no motivation at one end (end A)
and extremely high motiation at the opposite (end B). Where on the continuun
would the nost efficient bchavior most likely occur?

1. close to end A 3. apprcximately half way between A and B

2. close to end B 4. closc to both A and B

Primary reinforcer is to vater as secondary reinforcer is to:
1. moncy 2. food 3. air 4. hamburger

The function of the parasymnathetic nervous system is to:
1. rclax the orgrnism after an emotioncl arousal.
2. quickly incr.asc thu activity of the adrenal and pituitary glands.
3. carry impulses to tuc motor nerves.
4. carry impulses from effcectors to the central nervous systenm.

Suppose that you arc offered a new job. The job is one you have wanted for a long
time. It satisfies achicvement needs. On the other hand, you have some doubts
about your ability to succced, and you fear failure. Such a situation might be
considered to be au:

1. avoidance-aveidance conflict 3. approach-approach conflict

2. approach-avoidance conflict 4. double approach-avoidance conflict

The instruzment vhich measurcs changes in the electrical resistance of the skin
occurring as the recult of emotion {s called:
1. EKG 2. clccrro~.z phalovram 3. polvgraph 4. galvanometer .

The works in the "service of the reality principle.”
1. 1d 2. libido 3. ego 4. supereczo
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73. Harry F. Harlow concluded that served an important function in the
affectional devclopment of the infant monkeys.
1. proper feeding and nourishment 3. contact comfort
2. love 4. lack of fear and anxiety

74. An ambitious young man who has failed to get a promotion decides that his superior
executive has a grudge against him. He 1s probably showing symptons of:
1. racionalization 2. projection 3. repression &. regression

75. A is alloved to administer drugs in the treatment of psychopathology.
1. psychologist 2. psychiatrist 3. behaviorist 4. all of these

76. For the neurotic, depression is characterized by:
1. irrational thoughts appearing at inappropriate times.
2. over-reaction to a disappointment or loss.
3. excessive tiredness and prolonged tension.
4. disabling obseesive thoughts.

717. are intense fcars of objects or situations that in fact present no real dangers.

1. compulsions 2. obsessions 3. anxieties 4. phobias

78. 1f a person withdraws completely from normal 1life and contact with reality he
is called a:
1. neurotic 2. psychotic 3. sociopathic &. psychosomatic

79. A constant feeling of anxiousness is indicative of:
1. zeneral anxicty reaction 3. hypochondriasis
2. asthenic reaction 4. depressive reaction

80. 1If a person believes he has an injured spinal cord, but the doctor is not able to
confirm any disability, this wvould be an example of:
1. a psychosonmatic symptom 3. an organic psychosis
2. a hypochondriacal sympton 4. a functional psychosis

8l1. Which of the folloving is an example of a psychosomatic symptom?
1. extreme mood swings
2. an {irrational fear of smail rooms
3. blindness vithout any observable disorder in the eye.
4. nasal congestion apparently caused by stress.

82. Which of the followinz is a symptom of a sociopathic disorder?
1. criminal behavior 2. schizophrenia 3. peptic ulcer 4. claustrophobia
83. /Rh§°335t8§m§£ cited as a reason for her failure to hand in an essay on the assigned
date, the excuse that her right arm was paralyzed from the shoulder downward. No
physical disorder could account for it. This is an example of: .
1. phobic reaction 2. anxiety rcaction 3. conversion reaction 4. hypochondriacal
reaction
84. A type of therapy that riost often, although not always, involves interchange
between two Or more persons is called .
1. conditioning therapy 2. shock therapy 3. medical therapy 4. psychotherapy

85. Rescarchers have fouad that body height {s more similar for people closely reclated
than for pcople not rcliated at all. This {s an example of:
1. corrclational rescarch 3. siznificant result
2. expcerimentasl rescarch 4. clinical research



86.

87.

as.

89.

90.

9l.

92.

93.

94.

95.

165

Form B p. 9
According to Erikson, the main task of the adolescence is the resolution of:
1. intimacy vs isolation 3. identity vs diffusion
2. trust vs mistrust 4. autonomy vs shame-doubt

In Freud's phallic stage, the is seen as the rival in Oedipus complex, and
the as the rival in Clectra complex.
1. boy, girl 2. girl, boy 3. mother, father 4. father, mother

When the Leans from a tall thin jar are poured into a wide jar and a g-year-old
maintains that the tall jar has more beans than the wide jar, this child most
probably:

1. is mentally retarded

2. is displaying sensorimotor development.

3. hasn't recached the stage of concrete operations.

4. 1s not devcloping normally.

The following process may manifest itself at birth or long after birth. It follows
an orderly and prcdictable sequence of events but its rate nay be somewhat altered
by environmental circumstances. It also sets limits on what a person is physiolo-
gically prepared to learn. It is called:

1. intellectual development 3. generalization

2. inheritance 4. maturation

Research by F. J. Kallwan {ndicated that the degree of genetic closeness is
positively correlated with:

1. the inheritance of high intelligence.

2. the incidence of mental illness among relatives.

3. the ability to withstand fruscration.

4. motor ability in rats.

Freud's latency period lasts from about until .
1. the first year of life, the second year
2, 4 years of age, 7-8 years of age
3. 7-8 years of age, the start of puberty
4. the start of puberty, adolescence

To be considered "normal" in his development, from a psychological point of view,
a person must:

1. prefer what i{s real over what 1s not recal.

2. be totally freec of anxiety.

3. be totally free of defense mechanisms.

4. conform to thc norms of his society.

Accordins; to Plaget, a child's perceptual intelligence develops through several stages-
1. oral, anal, phallic, latent, genital
2. trust, autonony, initiative, industry, identity .
3. sensorimotor, preconccptual, intuitive, concrete operation, formal operations
4. id, ego, supercgo, recality, libido

What is not true of maturation?”
1. It is a biolopical process.
2. It scts linits on what can be lcarned.
3. It always follows an orderly scquence
4. It proceeds automatically regardless of environment.

The Rorschach and TAT tests are exarples of:
1. objective tests 2. situational tests 3. pencil-paper tests 4. projective
techniques
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According to Erikson, the main task of the adolescence is the resolution of:
1. intimacy vs isolation 3. identity vs diffusion
2. trust vs mistrust 4. autonomy vs shame-doubt
In Freud's phallic stage, the is seen as the rival {n Oedipus complex, and

the as the rival in Electra complex.
1. boy, girl 2. girl, boy 3. mother, father 4. father, mother

When the beans from a tall thin jar are poured into a wide jar and a §-year-old
waintains that the tall jar has rore beans than the wide jar, this child most
probably:

1. is mentally retarded

2. is displaying sensorirotor development.

3. hasn't reached the stage of concrete operations.

4. 1s not developing normally.

The following process may manifest itself at birth or long after birth. It follows
an orderly and predictable sequence of events but its rate may be somewhat altered
by environmental circumstances. It also sets limits on what a person is physiolo-
gically prepared to learn. It is called:

1. intellectual development 3. generalization

2. inheritance 4. maturation

Research by F. J. Kallcan indicated that the degree of genetic closeness is
positively correlated with:

1. the inheritance of high intelligence.

2. the incidence of mental illness among relatives.

3. the ability to withstand frustration.

4. motor ability in rats.

Freud's latency period lasts from about until .
1. the first year of life, the second year
2. 4 years of age, 7-8 years of age
3. 7-8 years of age, the start of puberty
4. the start of puberty, adolescence

To be considered "normal" in his development, from a psychological point of view,
a person must:

1. prefer what is recal over what is not real.

2. be totally free of anxiety.

3. be totally frce of defense mechanisms.

4. conform to tne norms of his society.

According to Plaget, a child's perccptual intelligence develops through several stages
1. oral, anal, phallic, latent, genital ’
2. trust, autonony, initiative, industry, identity
3. sensorimotor, preconccptual, intuitive, concrete operation, formal operations
4. id, ego, supercgo, rcality, libido

What {s not true of maturation?
1. It is a biolonical process.
2. It scts lirits on what can be lcarned.
3. It always follows an orderly sequence
4. It proceceds automatically regardless of environment.

The Rorschach and TAT tests are exargples of:
1. objective tests 2. situational tests 3. pencil-paper tests 4. projective
techniques
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Which of the following statements is a reason for limiting the use of personality
typing?
1. Typing of people tends to ignore too many individual differences.
2. Too rany people fall into a "middle" so that they don't really fit any one
category.
3. both of the above 4. neither 1 or 2

What would be a limitation of the concept of personality traits?
1. Traics tend to be situational.
2. The traic theory does not explain what some other theorists observe.
3. The trait thecory cannot adequately explain the nature of the unique interaction
between one trait and ancther within a given personality.
4. all of the above

Vhy do we give people psvchological tests?
1. to try to make people as much alike as possible.
2, to compare one person with another in order to predict their behavior.
3. to place people into categories in order to label then.
4. to grade them according to how much personality they have.

The VWechsler Adult Intelligence Scale:
1. 1s a group test
2. uses standard deviation of 190 1Q points
3. has both a verbal and perforrance scale
4. 1s based on mental age concept

If a person is sczewhat, though not too rmuch, different from the rest of his group
and is assigned to a position of centrality, he is mosc likely to:

1. become anxious 3. become accepted as a leader

2, leave the group 4. reject the group's attitudes

In a study by Solomon Asch about individual judgment and group pressure to conform,
it was found that: .
1. subjects relied on théir own judgments.
2. there was no relationship between individual judgment and conformity.
3. the subjects depended on otlicrs for their understanding, feelings, and sense
of reality.
4. all of the above are true.

A cigarette smoker is aware of the dangers of tobacco to his health, but continues
to smoke. This {s an cxample of:
1. cognitive dissonance 2. an opinion 3. an attitude 4. perceptual constancy

Which of the following describes an attitude but not an emotion?
1. It can be either strong or ucak. 3. It 1s relatively intense.
2, It can be cither positive or negative. 4. It is relatively long-lasting.

In the following sociometric diagram, which is the most central person?
1. person C 2. person D 3. person E 4. none of the people are most central

,/7'
]
-t
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115. An attitude is a fairly consistent tendency to think, feel, and act positively or
negatively toward a person or group. Vhich of the fcllowing factors is responsible
for the fact that most of our attitudes are long-lasting in nature?

1. Ve tend to perceive our environment in a way that is consistent with attitudes
we already hold.

2. Attitudes are formed irndividually, without any group influences.

3. Attitudes are formed and continually reinforced by the groups in which we live.

4. both 1 and 3 are correct.

116. A PSY 201 student was doing a research project about attitudes. She was studying
the perceptions of students concerning the most 1iked people in a class. She gave
each person an inventory designed to measure the degree to which each person
liked. every other person in the group. This method of measuring is:

1. personality inventory 3. measure of cognitive dissonance
2. sociometzic rating 4. a 3catter diagram

117. 1In his work with experimental neurosis, how did J. H. Masserman achieve control
to make sure the neurosis was related to the conflict?
1. He repeated the same experiment several times.
2. He made sure all his rats were exactly the same age.
3. He conducted a series of control experiments, each treating some other aspect
of the experinment as the independent variable.
4. lie used two control groups instead of one.

118. Which of the following is a reason why it is important to replicate research?
1. Because mathematical procedures make it necessary that you do all research
many timcs to achieve valid results.
2. To sece if the experimenter used the most statistically significant equipment.
3. S0 that the researcher can use the same population again in order to be able
to generalize.
4. To test its reliabilicy.

119. 1In your supplemental rcading text, Doherty and Shermberg describe the case of Dicky,
a 3-1/2 year old boy, who was severely disturbed. He threw temper tantruws, had
sleeping and ecating problems, and refused to wear his glasses. He was treated by
having constructive bchavior rewarded in successive approximations, and by ignoring
or mildly punishing undesirable forms of behavior. In this particular experiment,
how did the researchers achieve experimental control?
1. a control group was used 3. everything in the environment was held
2. the subject served as his own control 4. through counterbalancing. constant.

120. Which of the follouving is a characteristic of correlational research?
1. tight experimental control of all groups uscd.
2. it will yfeld cause and effect relationships.
3. you can manipulate the subjcct's environment.
4. the prediction of onc kind of behavior from another.

121. One of the basic differences between the Schacter Study on group affiliation and
gtress and the Brady Study on the effects of stress was that:
1. diffcrent typces of subjucts were used.
2, different operational defintions of stress wvere used.
3. both of the above arc differences.
4. none of the above arc differcncus.
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Which of the following is an examnple of an ethical consideration
while doing research?
1. using control groups
2. using animals in place of humans.
3. examining the interrelatedness of questions.
4. answering a small, highly specific question, that is, one concerning
a particular aspect of a big question.

Which of the following is a difference betueen the theoretical approach and
the Skinnerian tradition approach?
1. only one approach uses the scientific method.
2. only onc approach uses animals while doiny research.
3. only one approach is concerned with what goes on inside the organism.
4. all of the above are correct.

Statistically significant means:
1. a result carnot be said to have happened by chance.
2. inportant to a large number of the population.
3. socially significant. .
4, that you have to replicate research in order for it to apply to a large
nunber of the pcople in your sample.

What 1s the primary similarity between the experiment concerning the executive
monkeys and the experiment of Schacter concerning the need for affiliation?

1. both tested man's response to profound isolation.

2. in both, all subjects had control of their destinies.

3. both showed how hypochondriacs are conditioned.

4, in both, stress was the independent variable.
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This claose allcws for my own individual learaing rete more than wost
other clceses.
SA A D D

Thias cl=es cnables mo to expresd my own opinicos wove than otherx
clavsesn,
SA A D §D

There 1a more required of my o'm behavior in this class than in other
clasace.
SA A D SO

1 fael 1 a2 learuing mora in this class thuan in wost other classes.
SA A D SD

This clzas 18 particularly relevant'to wy ova ivcry day experieuncas.
SA A D SD .

1 am more coafortadle 1nbthia clgas than 4in most claasecs.

SA A D SD

The instructor 1a more ihportant to the success or failurs of thla
cless than 4{n cost clasaec.
€A A D SD

My fellowv clessmatas are usce inpertant to me in thin class thsn fu
oat cleoses,

- 8A A D D

My zole in this class s noreAnntlafylng to me than in moat classis.
Sa A D sD

I have nore vespoaslbllity for what X learn in tais clase thun i
rost claoaao.
SA A D §D

The requiremeuts of this c¢lcss are too narrov and confining.
SA A D SD .

1 feei-lcoa 1ike tha trcditionxl otudént iﬁ this class than {n muse
clsazes.

* SA A D SD

T s able to utilize vhat I hove learned before more ia thiu class than
than 1n other classes.
SA A D SD

I had to nake more daciofons in this class chan in wost clucses.
SA A D sD

I foel that I Lave gteute} coacrol over my final gradie Lla this
class than in moat classeu.
SA A D SD .
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16, I am glad more classas are not like this cleas.
SA A D SD

17. 1 like this class less than moat othar clasacs.
SA A D SD .

18. I feel like I am "just & number” in this class.
SA A D SD

19. Civing students more responsibility will result in them learning
rtore.
SA A D SD

20. 1 would highly recommend this claes to my frieads.
SA A D sD
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INSTRUCTT UG

This 1s a questiqnnaire to find out the i:ay {a which cart2in imoortant evente
in our society arffect different people. Each item consists of a p2ir of alternatives
lettered (a) or (b). Please select the one statement of each pair (and only one)
which vou more stronglv helicve to be the case ac far as vou're conczrned. Be sure
to select the one ycu actually helieve to be more true rather than the cne you think
you should choose or the nne ynu would like to be true. This is a measure of
perscnal belief: obviously there are ro right or wrong answvars.

Please answer these items carefully hut do not spend too much time on any ore
ften. Be sure to find an answer for cvery chcice. For each item i.dicate your
choice bv circling one of thz alternatives. (a) or (b).

In some instances vou may discovar that you believe hoth statements or neither
one. In such cases, be sure to select the one you more strongly belicve to be the
case as far as you're concerned. Also try Lo respcnd te each item indenendantly
whan making your choice; do not be influerced by your nrevious choices.

i, a. Children get into trouble bacause th2ir parents runish them too much.
b. The trouble with most children nowadays is that their parents are too easy
with then.

2. a. Many of the unhanny things in peonle's lives are nartly du2 to bad luck.
b. Pecple's misfortunes result from the mistakes thev make.

3. 3. Mne >f the major reasons why we h:ve wars is because people don't taka
encLgh interest in nolitics.
b. There «will always he rars, no matter how hard n2onie try to prevent them,

4. a. In the long run neonle gat the respect they deserve in this world.
b. Unfortunately, an individual's worth often passes unrecognized no matter
how hard he tries.
5. a. The idea that teachers are unfair to students is ronsense.
b. l'ast students doa't realize the extent to wirica their grades are influenced
by accidental hanpeninns.

7. a, Hithout the riaht breaks one cannot be an effertive lnader.
b. Canable people **19 fail to becowe l2aders have rot taken adventage of
their opportunities.

7. a. Mo matter how hard you try some peocle just don't like vou.
I, P2ople who can't get athers to likc tien don't uaderstzid how to get along
vith others.

8. a. Heredity plays the major role in dete-mining one's nersonality.
b. It is one's exnericnces fn 1ife which detarmine :nat they're iike.

¢. a. I have often found that wiat is going to hapren will hanpen.

b, Trusting to fate has never turned out as well for me as mcking a decision
to take a definite course of action.

(0o on to tha ruxt page)



19.

1.

12,

13.

14,

15.

16.

17.

19.

20,

21.
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In the case of the well prepared student there is rarely if ever such
a tiing as en unfair test.

. ‘ianv times exam auastions tend to Le so unrelated to course work that

studying is really useless.

Becoming a success is a matter of hard work, luck has little or nothing
to do with it.

Getting a good job denends mainly on being in the right nlace at the
right time.

Thg average citizen can have an influence in government decisions.
This world is run by the few people in power, and there is not much
the little guy can do about it.

Hhen I wake plans, I am almost certain that I can make them work. :
It is not al'avs wise to nlan too far ahead hecause many things turn
out to hLe a matter of good or bad fortune anyhow.

. Thaere are certain nconle who are just no good.

There i3 some nood in everybody.

In my case getting wthat I want has 1ittle or nothing to do with luck.

. llany times we might just as well decide what to do hy flipping a coin.

HYho gats to be the hoss often depends on who was lucky enough to be in
the right place first.

. Catting peonlec to do the right thina dependes unon ahflity, luck has

little or ratifno to do with it.

As far as world affairs are concerned, most of us are the victims of
forces we can neither understand, nor control.

By taking an active part fa nolitical and social affairs the peonle
can control world eveats.

. liost neople don't realfze the extent to which their lives are controlled

bv accidental hannenings.
There really is no such thing as "luck”.

One should alwavs be 1:illing to admit mistakes.
It i< usually hest to cover up one's mistakes.

It is hard to kno:: whether or nct a nerson rcally likes you.
Hovs many fricnds you have d2pends upon how nfce a nerson you are.

In the long rua the bad things that haopen to us are balanced by the
aood oncs.

fiost misfortuncs are the result of lack of abilitv, ignorance, laziness,
or all three.

‘lith enough affort e can uipe out nolitical corruntion.

It is difficult for neople to iave much control over the things
noliticians do in office.

(20 on to tn2 next page)
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Sometimes I can't understang how teachers arrive at the grades they give.
There 1s a direct connection betwean hcw hard ! study and the grades [ get.

. A good leader exnects neople to decice for themselves what they should do.

A good Teader makes 7t ci2ar to evzrybody wiat their jebs are.

ilany timaes I feel that I have little infiucnce over the things that
hagpen to ma.

It is impossible fcr me “0 beifcve tha. chance or luck nlavs an imnortant
role in nv life.

People are loneiy because they don't try to be friendly.

. There's not much use in tying <o0 hara o nlease nacnle, 1f they like
‘you, thev like you.

. There is tco much emnhasis on atalerics in high school.

Team spcrts are an oxcellent way to huild character.

Ithat happens to me is my own doing.

. Scmatines 1 fee! that 1 don't save endugh control over the direction

my life is takinng.

. 1ost of the time I cax't understand why noliticians behave the way they do.
. In the long run the nennle are resnonsidie for bad gcvernment on a

national as well as on a local iavel.
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USE THE FOLLOUING SCALE WHEN RESPONDING TO HOW YOU FEEL ABOUT THE STATEMENTS
BELOW: CIRCLL THE APPROPRIATE RLSPONSE

SA
A
D

sD

1.

2,

9.
10.
11.

12,
13.

14.

15,

STRONGLY AGREE
AGRCE

DISAGREE

STRONGLY DISAGREE

I feel that 1 have a number of pood qualities.
SA A D SD

I take a positive attitude toward myself,
SA A D SD

All in all, I am inclined to feel that I am a failure.
SA . A D SD

1 am able to do things as wecll as most other people.
SA A D Sh

1 feel that I do not have much to be proud of.
SA A D SD

On the wholc, I am satisfied with mysclf.
SA A D SD

1 wish I could have more respect for myself.
SA A D SD

I certainly fcel useless at times.
SA A D SD

I would rather decide things when they come up than always try
to plan ahead.
SA A D SD

I have always felt pretty surc my life would work out the way
I wanted {t to.
SA A D SD

I scem to be the kind of person that has more bad luck than good
luck.
SA A D Sh

I never have any trouble making up my mind about important dccisions.
SA A D SD

I have always fclt that I have morc will power than most pcoplc.
SA A D SD

There's not much use for me to plan ahead because there's usually
somcthing that makes me chanpge my plans.
SA A D SD

I ncarly alvays fecl pretty surc of myself even when people
disaprce with mc.
SA A ) SD
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PLEASE RESPOND TO THE STATEENTS BELOW USING TIE FOLLOUING SCALE:

SA  STRONGLY AGREE
AGREE

DISAGREE

STRONGCLY DISAGREE

o o>

1. It 13 no use worrying about current events or public affairs; I can't do
anything about them anyway.
SA A D SD

2, Every person should give some of his time for the good of his town or country.
SA A D SD

3. Our country would be a lot better off if we didn't have so many elections and
people didn' have to vote so often.
SA_A_D__sD

4. Letting your friends down is not so bad because you can't do good all the
time for everybody.
SA A D SD

5. It 1s the duty of each person to do his job the very best he can.
SA A D SD

6. People would be a lot better off if they could live far away from other people
and never have to do anything for them.
SA A D SD

7. At school 1 usually volunteered for special projects,
SA A D SD

8. 1 fecl very bad when I have failed to finish a job I promised I would do.
SA A D SD
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USE THE SCALE BELOW WHEN RESPONDING TO THE FOLLOWING STATEMENTS:

SA
A
D

SD

STRONGLY AGREE
AGREL

DISAGREE

STROUGLY DISAGREE

Individuals should be ready to inhibit their own pleasures 1if these
inconvenience others.
SA A D SD

Whether an individual acts to protect the welfare of persons beyond his circle
of friends and reclatives is a matter of personal prefersnce, not moral obligation.
SA A D SD

Not only does everyone have an inablienable right to life, liberty and the
pursuit of happiness, he also has an equally inablienable moral obligation to
protect others from having these rights taken from them.

SA A D SD

An individual who has not caused another person's misfortune has no moral
obligation to help the other person.
SA A D SD

A person who witnesses an unlawful or immoral act, such as physical assault
and who does not try to do what he can to stop its occurrance shares part of
the guilt with the transgressor.

SA A D SD

There is nothing wrong in the members of a group trying to persuade indifferent
or mildly dissenting members to go along with the grop.
SA A D SD

A person should be willing to cooperate with democratically selected group
leaders, even though they are not the ones he persorally preferred.
SA A D SD

Conformity to the policies of your group when you are not wholeheartedly
in agreement with them is wrong, even when the policies are the result of a
democratic process in which you were free to participate.

SA A D SD

A person should not fcel bound to follow the decisions of the groups to which
he belongs if these decisions are not in accord with his private preferences.
SA A D SD

A democratically organized group has the right to determine what should be
considered proper behavior in arcas relevant to the group.
SA A D SD
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Group members should not be criticized when they refuse to do something in
vhich they have no interest even when the action in question is necessary
for their group to reach its goals.

SA A D SD

People damage themselves as individuals when they inhibit or in some other

way modify their behaviors as a result of the rules of the groups to which
they belong.
SA A D SD

In the long run, people arc best off if left to regulate their own behavior,

- rather than setting up group norms and sanctions.

SA A D SD

People who identify strongly with some group usually do so at the expense of
their development and individual self-fulfillment.
SA A D SD

Man is a social animal; he cannot flourish and grow without identifying
himself with some group.
SA A D SD

An individual truly finds himself when he merges with a social group and
joins with others in resolute and determined activity for the realization
of social goals.

SA A D SD

Only a person who remains aloof from social organizations and group allegiances
can fully develop his potential as an individual.
SA A D SD

Individuals should feel no obligation to participate in the group activities
of the communities in which they happen to live or work.
SA A D SD '

It is just as important to work toward group goals and adhere to the established
rules of the group as it is to gratify one's individual desires.
SA A D SD
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Hypothesis tested with N = 82 and df = 2,76.

~ Small Group AVT P less than

Quiz

A - -
Quiz B - -
Quiz 2 - -
Quiz D + - .0067
Quiz E + - .0001
Quiz F . - - .
Quiz G + - .0001
Quiz H + - " .0001
Quiz L + - .0001
Quiz J + - .0001
Post-test + - .0001
Satisfaction 1 - -
Satisfaction 2 + - .0001
Satisfaction 3 + - .0001
Internal Control - -
Sel f-Acceptance - -
Social Responsibility - -
Group Goals + - .0001
Group Identification + - .0001
Motivation 1 - -
Motivation 2 + - .0191
Motivation 3 + - .0002

4 +

Motivation - .0002

*
+ Null hypothesis rejected
- Null hypothesis not rejected



