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STATEMENT OF PURPOSE 

This study had two primary focuses. First"the intent was 

to construct and field-test programmed material to be used as a 

supplement to a textbook in a university-level course for a 

period of one testin~ unit or three weeks. The material util-

ized the linear form, which is an outgrowth of Skinner's work, 

and a vertical presentation of material. 

The second focus of the study was to test the effect of the 

program~ed units upon the stud~nts' understanding of course 

material in terms of test scores. 

It is felt that programmed material has not been utilized 

as greatly as its success would justify. For example, progra~ed 

material could be used to help ease the chronic problem of 

high student-faculty ratios which1re characteristic of Ball 

* State. By increasing use of programmed materi.al, instructors 

could be fre'?d from part of thp. lpcturing which is laborious for 

them and boring for th~ student. This extra time, which w<\s 

formerly used for lecture, could be redirected into use for 

individual attention, in terms of conferences, individual 

projects and so forth. 

~ secondary objective of this study, then, is to explore 

the possibility of effective program construction to be done 

by relatively "unskilled" persons for actual class use. Further 

implications of this objective will be discussed later in the 

* Undergraduate day classes average 31.37 students per faculty 
member and the average ratio in the Teacher's College is 42.73 
students per instructor, according to TC ~ in Brief, a 
publication of the Teacher's Colle~e News Bureau. 
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study. 

RELATED RESEARCH 

The programmed m3.terL=tl constructed for this study ha!l a 

number of characteristics which need justification. The matprial 

was linear, had a vertical format, dealt with major concepts 

and was intpnded for use as a supolement to the text. The 

question of why arises fo"" each of these characteristics. 

There are several approaches which can be taken to pro

gramming materials, the major ones being linear and branching (Fry, 

1963). Fry says, "There is not yet enough research evidence to 

support one style of progra~~ing against the alternatives avail

able, and most program writers simply follow their personal 

preference in this matter." The preference in this study's 

case was for the linear approach. 

Two possible presentations of the material were considered: 

a horizontal format, which requires the student to turn the page 

in order to learn the correct answer; and a vertical format, 

wl-tich allows presentation of thecorrect answers directly below 

the frame ( Fry, 1963). The vertical format has a number of 

advantages. It does not require a constant turning of pages 

and it allows the student to easily review the previous frames

(Fry, 1963). In addition, one study shows that 9 out of 10 

students prefer the vertical format over the horizontal, a fact 

which suggests greater acceptance of the vertical format by 

the students ( Fisher and Malpass, 1963). 

The programs were aimed at teaching major concepts, as it 

was felt that specific facts could be generated from these 
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concepts. In addition, as James McClelland has stated, progra~s 

are wothwhile only when they teach principles, not masses of 

small facts (Garner, 1966). 

The use of the programs as a supplement was based on the 

work done by Goldbeck et. ale (1962), w~o felt there were three 

factors which would justify this aporoach: 1) a variety of pres

entations often stimulates students to think as they study; 

2) a certain amount of repitition is desirable, but it is 

best if this is between methods rather than within them; and 

3) since each person has "pet topics" which they like to cover,. 

use of a variety of methods gives the student a broader back

ground. 

Next, the notion of what guidelines s~ould be used in 

program~ing is of salience. Fry (1963) feels t~at there are 

three principles which are relevent to the entire field: 1) use 

of small bits of information; 2) forcing the student to respond; 

and 3) informing th~ student of th~ correctness of his response. 

These guidelines, though important, leave many things unsaid. 

In short, they are too general for the purposes of this program. 

So it is necessary to find guidelines which contain t~,ese ideas 

but also go on to mention other points. 

In their sucessful program for introductory Psychology, 

Bell and Hunt (1967) set the followin~ conditions for good 

progra~~ing: 1) small steps between frames; 2) logical sequence 

of frames; 3) active participation by the student int the 

learning process; 4) i~~ediate knowledge of results; and fre

quent review of the material. In addition, for many frames, 
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t~ey accept an Equivalent Response or ER, which gives the stud-

entgreater flexibility in constructing the response. The ER 

also tak~s th~emphasis off of rote me:norization and places a 

greater stress u?~n learning of concepts. 

One last question concerns evaluation of the program. 

Who is the expert? The current by accepted notion is that the 

students of ~h~ target. population are the final authorities on 

the m~tter (Fry, 1963). If the students are making too many 

errors in worKing tli.ro'_l~h the programs, or do not feel t~at the 

program is helpful in understandin~ the subject ma.ttp'r, then 

the program must be revised, or at worst, discarded. 

METHOD 

The methodology employed in th~stUdy consisted of two 

parts w~ich can be classified simply as construction and 

evaluation. 

Construction-This part of the study was concerned with the 

construction, field and revision of the programs. The material 

for the programs was adapted fro:n chapters 4,6,8,9 and 13 of 

Human Development in Western Culture bv H. W. Bernard, which is 

a textbook for Educational Psychology (EDPSY) 250 course at 

Ball State. The course is also known as Human Growth and 

Development. One programlled unit was constructed for eac'" 

chapter of the textbook material. 

The basic format of the proe;rams was linear ~ ... ith a vertical 

presentation,. i.e., answers i'11mediately following the frames. 

The orograms follow the guidelines set by Bell and Hunt (1967), 

which are set forth in the research section of this paper. 
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The content of an individual unit deals with major concepts 

fom the chapter (selected by the author of this paper) and were 
./ 

stated as intructional obj8ctives a la Nager (1961.). Once 

the objectives were formulated, an outline of theprogram was 

prepar~d. From this skeleton, the actual program was composed. 

The construction of the programs employs the Ruleg system. 

Thsi consists of using a frame which presents a rule or major 

concept, followed by frames which are illustrations or exa'T'.ples 

of the rule. Responses were of two types. Multiple choice 

responses (with two possible choices) were used sparingly, 

usually in the first (or rule) frame of a sequence. Other 

multiple cho.ice questions (with four choices) were used in 

a factual review section at the end of each unit. More pre-

do:ninate were constructed responses, which require the student 

to write in the co.rrect answere. This type of response, acc-

ording to Goldbeck et. ale (1962) are more effective in terms 

o~ learning of materi~l. 

Also included in the programs are freouent review sections 

and a Review of Factual Information at the end of each unit. 

These latter mentioned reviews serve to. give the student insight 

into his mastery of the llaterial. (The programs, including 

instructional objectives and review sections, are found in 

Appendix A.) 

The programs were field tested on freshman psychology 

students to assess the ereor rates for indivdual frames and the 

programs as a whole. Each frame was evaluated in terms of 

these rates (which can be found in Appendix A also) and any 

frame which fell below 80% correct response was revised. The 



rates for the five programs are s~own below in Table 1. 

Unit ~ correct 
response 

Earlv Childhood Develooment 99 .. 0 

Middle Childhood Development 93.0 

Developmental Influence of Familv 98.0 
Developmental Influence of Teachins 94.7 

.. Intellectual DeveloEment 92-.&.. __ 

Table 1. Per cent of frames answered correctly for 
each programmed unit. 

Evaluation-The evaluation of the programs was d0ne in t~rms of 

two criteria: the effect upon students' test grades, an 

objective measure; and students' subjective evaluations of the 

programs. 

Two classes of EDPSY 250 students served as subjects. 

Both groups had the same instructor and met at 8 AM and 10 AM. 

The 8 AM group consisted of 32 students and served as the 

experimental group. The 10 AM group consisted of 37 students 

and served as the control group. 

6. 

SAT Verbal scores were selected as an indicator of academic 

ability. Scores for eac~ student were found from his or her 

student record. Mean SAT Verbal scores were found for each 

group (Table 2). 

The means were compared by using a t-test for unmatched 

groups. The t value was .616, and there were 67 degrees 

of freedom for the two groups. The difference between the 

groups was adjudged to be inSignificant, as the probability 
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of attaining such a difference by chance alone was greater 

t~an .20 (t.?O=1.296 for 67 degreps of freedom). 

Group Mean 

Experimental 461.2 

Control 475.0 

Table 2. Means of SAT Verbal scores for Experimental and 
Control groups 

The course of instruction was identical for the two groups 

(reading the textbook and lecture), save for the use of the 

programmed material by th~ experimental group. 

Prior to presentation of the programs, the students of 

the experimental group were given the following directions: 

,This program has been formulated in order to 
help you grasp some of the concept~ in Chapter 8 (9, etc.), 
For the best learnin~ results, you should read the 
chapter And then work the orogram. 

Take a piece of paper to us~ as a mask and cover 
the answe,\s for each question or frame. The answers 
for al~os~very frame will be contained in it or in 
a preceeding frame. Write the answer w~ich you feel 
is best in the bl~nk brovided and then remov~ the 
mask to reveal the corroct answer. An (ER) npxt to 
the answer menas th~t anything which is close to the 
~iven answer is correct. 

In order to get the best results, you should 
a) not loo~ ahead to t~e answer; and b) write th~ 
answer out. 

Two sets of test scores were obtained from teacher-made 

tests co~posed by the class instructor. Test I was a test over 

materi~l presented in the first four weeks of the quarter prior to 

the use of pro~ram~ed units by the experimental groUD. Test II 

was a test over material which was covered by the programmed 

units. Test 1 was a control situation and Test II was the 

experimental situation. 
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Two null hyptheses were developed and tested: 

H
l

: There will be no significant difference between the mean 
test scores on Test II for experimental and control 
groups (o(=.05,.df=67). 

H
2

: There will be no significant association between- the 
use of prograrr~ed material and improvement of test 
scores (~.05, df=2) 

RESULTS 

The objective research data, the test results, are found 

below in Table 3. 

Test I 

Test II 

G 

Experimental 

53.97 

52.34 

roup 

Control 

57.24 

54.24 

Table 3. ~reans of test scores for Test 1 and Test II for 
experimental and control groups. 

The first null hypothesis states t~at the experimental 

group will not do significantly better than the control group 

on Test II. A cursory gl~nce at the data tells that the 

difference is negative, not positive as would be necessary to 

reject the first null hypothesis. Computation of a t-test for 

unmatched samples bears out this preliminary judgement. The 

computed t=-1.02. Since the critical value of t=+1.96 ~=.05, 

df=67), the first null hypothesis was rejected and it was 

concluded that the experimental group did not score signif-

icantly higher on Test II. 

To test the second null hypothesis, which stated that the 

use of programmed material and improvement on Test II will not 

be associated, scores from Test II were compared to scores on 
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Test 1 for each student. This was to detirmine whether the 

scores on Tec:t 11 showed positive improvement, no change, or 

negative improvement from Test I. This data is found in Table 4. 

G roup 

Experimental Control 

positive 15 7 22 

no change - 6 6 Type of 

17 24 41 improvement 
negative 

32 37 69 

Table 4. Type of change from Test I to Test II for students 
of experimental and control groups. 

A chi-square was computed for this table and the computed 

value was 9.85. Since this value exceeds the critical value of 

2 X =5.99 (~=.05, df=2), the second null h¥Pothesis was rejected 

and it was concluded that the use of programmed materials and 

improvement in test score were associated. 

To ascertain which direction the association was in, 

Table 4 was percent aged to produce Table 5, which is below. 

-.:.roup 

. Experimental Control % difference 

pOSe 46.8 18.9 +27.9 
Type of n. c. 0.0 16.2 -16.2 

Improvement 
neg. 53.2 64.9 -11. 7 . 

100.0 100.0 

Table 5. Percent distribution of type of improvement on Test II 
for experimental and control groups and percent 
differences between groups. 

The data in Table 5 s~ows that almost half of the experimental 
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group (46.8%) i~proved their test scores after using program-

med material, althou~h a t-test for matched groups comparing 

Test I to Test II for both groups showed Test II to be signifi

cantly more difficult (t=4.65; t.OS=1.96, df=68). In addition, 

~ore than 80% of the students in the control group did n2! 

improve on Test II. Also significant is the fact that the 

number of students who showed improvement using progr.ammed 

m~terial is over twice as large as the number who improved with-

out it. 

The subjective d~ta was compjled from questionaires which 

were distributed to the students of the experimp.ntal group. 

a copy of this questionairp. can be found in Appendix B. The 

questionaire results were tabula.ted and put into Tables 6-10. 

Number of units 

5 4 3 2 1 0 total 

n 23 5 - - 1 - 29* ,. 79.3 17.2 - - 3.4 - 100.0 

Table 6. Response to question, "How many of the programmed 
units did you work (5 possible)?" by students in 
the experimental group. 

This table shows that all but six of the responding students 

used all of the programs, and only one did not work at least 

four of the programmed units. 

Irr looking over Table 7, it is necessary to know why the 

first interval was set at five or less errors per program (see 

Table 7 below). Students making five or less errors are, on the 

* Only 29 of the students in the experimental group were in 
class the day the questionaire was distributed rather than 32. 
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average, answering correctly 90% of the time or more. This is 

n % 

number 5 or less 28 96.6 
6 errors to 12 1 3.4 
more tl-tan l? - -
Total 29 100.0 

Table 7. Response to question, "How many errors did you make in 
working through the program, on the average?" by 
students in experimental group. 

considered by most authorities to be a reasonable level. The 

table shows that all but one of the students co~itted five 

or less errors per programmed unit. 

yes 

no 

Total 

n 

29 
.. 

29 

~ 

100.0 

-
100.0 

Table 8. Response to question, "Did you feel that there was a 
logical sequence to the programs?" by students of th ... 
experimental group. 

Obviously, all of the students felt that the programs had a 

logical sequence to them. 

R esponse 

always usually sometimp.s never Total 

n 8 21 - - 29 
% 27.6 72.4 - - 100.0 

Table 9. Response to question, "Did you feel that the steps 
between thp. frames were small enough to be understood?" 
by students in the experimental group. 

This table shows that the students felt tl-tat on the whole, the 

bits of information were s~all enough for them to understand. 



yes 

no 

not sure 

20 

6 

3 

29 

12. 

69.0 

20.7 

10.3 

100.0 

Table 10. Response to the question, "Do you feel as though these 
programs heloed you on the test?" bv students of the 
experimental group. 

According to this tabled data, over 2/3 of the class felt that 

the programs did help them on the test. 

Sixteen students also added their own comments, .which are 

included in Appendix B. Of these, nine were favorable, three 

were neutral and four were unfavorable. 

DISCUSSION 

The results showed that the first null hypot1-).~sis, which 

stated that students using the programmed material would not 

score better than t1,ose not using it, was not rejected. Actually, 

the scores of the experimental group were lower than the control 

group's score, but as can be seen in Table 3, the experimental 

group was lower on both tests. Although the diffe~ence between 

the SAT Verbal ~cores was not si~nificant, it seems likely that 

there is some factor operating upon the experim~nt,al group which 

is uncontrolled. Since that group meets at 8 AM, it seems 

very likely that they are less motivated, as 8 AM classes are 

not renowned for their ebulience. In talking with the instructor 

of this group, it was found that she felt that the group did lack 

motivation, which would explain the lower test scores. 

The second null hypothesis, which stated that use of 

programmed material and improvpment of test scores were not 
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associated, was rejected. Further, analysis of the percent 

distribution of i~provement (Table 5) leads to the conclusion that 

the programmed materials composed in this study were effective in 

improving the test scores of the students who used them. 

The first item of the questionaire was asked to see if 

students were actually using the programs and tlte results in 

Table 6 show that they were. It was seen that the programs 

could not help the students if they weren't used, but seemingly 

the students made good use of them. 

The remainin~ questionaire items are relaed to research 

cited earlier in this study. As Fry has said, the student is 

the ultimate authority in program evaluation, so the othe-r four 

items gave the students the oopurtuni~y to evaluate the programs 

in terms of three of the criteria of Bell and Hunt: 1) low 

errbr rates; 2) logical sequence; and 3) use of small bits of 

information. In addition, the last item was an over-all rating 

of the effecteness of the programs. 

In Table 7, all but one student reported five or less 

errors per program which fulfills the need for ~ low error rate. 

In Table 8, all of the stude-nts said that the sequence of the 

programmed units was logical, which satisfies that criterion. 

In Table 9, more than a forth of the students reported t,,",~t they 

felt that the steps between frames were always understandable, 

while the rest felt tltat these steps were usually understandable. 

Therefore, it would seem that the bits of information were small 

enough to be comprehended. From the data presented in these three 

tables, then, it can be concluded that the programs that were 

constructed for this study fulfilled the criteria of Bell and 



Hunt, according to the studnets. 

The final questionaire item asked for an over-all eval

uation on the effectiveness of the prograMmed units bV the 

students. Over two-thirds repoted that they felt the programs 

helped t~em, which is a substantial vote of confidence. 

14. 

To summarize the findings, alt~ough the programs did not 

bring about mean scores which were hi,gher than the control 

groups', they did lead to significant improvement over a prior 

test. In addition, the opinion of the panel of experts (i.e. 

students of the experimental group) was that the programs 

fulfill~d the requirements of Bell and Hunt and were, all-in-all,. 

effective in helping them prepare for the test which the 

programs were geared toward. 

In looking back, a major way in which the effectiveness of 

the programmed units could be improved was discovered~ This 

would entail selecting the objectives of each unit in close 

cooperation with the instructor of the class. In this study, 

the programs were composed indeoendently of any knowledge of what 

the instructor wanted to stress in the course and on the test. 

This, according to Goldbeck et. al. (1962), is not particularly 

sound, as '-covering topics both by thF> ins tructor and the program 

will lead to hi~hest test performance, while a lack of match 

between the two modes of presr"!ntation produces lower test 

pprfor~ance. This matching could have been obtained if the test 

and lecture had somehow intermeshed with the pr.ogrammed units. 

Earlier it was stated that a secondary objective of this 

study was to explore the possibility of a relatively unskilled 

student to construct effective programs. A conclusion to be 
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drawn from t~is study is that this is possible. First, though, 

consider the training of this author of this study, which consisted 

of a course in learning thp-ory and instruction from an~ experienced 

published proi?;rammer in t~e ~uidelines of programmed instruction

(This is not meant to deni~ragate the role of this orogrammer, 

who was also the advisor of this thesis. He was always available 

to give helpful suggestions, criticism and encouragement,all 

of which were necessary and aporeciated). One of the basic 

rules is t~at practice is t~e best teacher. 

Given these conditions, the role of the upperclass education 

emer~es. In short, what is bein~ proposed is a course in the ed

ucation curriculum which teach teachers to write programs. 

In this way, teachers could capably create programs for use by 

thems~lves and others. This can be justified as being desirable" 

as this would lead to a high inter-meshing of content between 

program and other instructional techniques, whic~ in turn leads 

to higher test performance, according to Goldbeck. The findings 

of this study justify the feasibility of such a course. 

The use of programmed materials could th en be substitued for 

some lecture, which would free the class to turn to activities 

which are more interesting and more effiCient, botl1 of which 

lecture is not._ 

SUMMARY 

Five pro~rammed units were constructed, field-tested, 

revised and evaluated, objectively and subjectively. The 

objective evalua~ion showed that alt~ough the scores of the 

experimental ~roup did not surpass the control ~roup (thought 
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to be due to differences in motivation), a significantly 

~reater number of the experimental ~roup subjects increased their 

scores. The subjective data showed that, in the opinion of the 

students, the programs fulfilled the criteria set forth by 

Bell and Hunt and had overall effectiveness in helping them 

on the test. It was concluded that effective programs can be writ

ten by relatively "unskilled" persons and that a course offering 

suc~ a format should be opened to undergraduates. 
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Appendix' A 

Programs 
Early Childhood Development •••••••••••••••.••••• 19 
Middle Childhood Development ••••••••••••..••••. 29 
Family Influences on Development ••••••••••••••• 40 
Developmental Influences of Teaching ••••••••••• 50 
Intellectual Development •••••••••...•..••..•••• 60 

Field Test Data •••••••••••••••••••••••••••••••• 72 
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EARL Y CHILD~~OOD DE:VELOP'1I!:NT 

Instructional Objectives-Upon corepletion of this program, you 
should 'be able to: 

l •••••• define the concept of orderly development of human p;rowth 
2 •••••• explain- the importance of individual~rowth rate upon 

childhood development 
3 •••••• explain the importance of a secure environment 
4 •••••• define the concept of multiple causation 
5 •••••• define the concept of accumulative deprivation-

Introduction 
Early childhood is the period from ages 2 to 6. This is 

a significant period in regard to the development of differences 
and individuality among childnm. Although it would be im
possible to discuss all of the factors influencing earlv childhood, 
some of the more important concepts include: 1) orderly devel
opment; 2) individual growth rate; 3) security of environment; 
4) security of environment; and 5) accumulation of deprivation. 
This program will focuas upon the presentation of these concepts. 

li. An orderly pattern of development is characteristic of 
human growth. For example, children learn how to crawl before 
they learn how to • 

walk 

2. Further, they are able to stand with help before they 
stand • 

alone 

3. Thus, standing with supoort before standing alone and 
crawling before wa1kin illustrate the concept of 

--------.--------------. 
orderly development 

4. Further, as the p~ttern always involves development from 
one task to ;;1 more difficult task, it can be said th?t the 
normal direction of development is (ascending/descending) 
in complexity. 

ascending 

5. Thus we would expect a cl-tild to roll on his si.de before 
he could sit up because -------------------------------------------------------------------------. 

sitting up is a more complex action- than rolling (ER) 



* 
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* 
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6. Review 
A. The fact that a child will crawl before he walks illu-
strates the concept of • 

orderly development 

B. The direction of development is from the most simple 
functions to the more • 

complex, complicated (ER) 

7. Next, consider individual growth rates. Although children 
develop in the same sequence, the rate at which thl:!y develop 
differs from one person to another. This concept can be seen 
when we observe tht all children (do/donlt) start talking at 
the same time. 

20. 

8. Because of differences in genetic make-up, culture and amount 
of intellectual stimulation, we can expect that the tLme of 
development of a specific capacity will be _________________ __ 
for two people. 

different 

9. For Example, one child may be toilet-trained at: age 18 months 
while another may not be toilet-tr~ined until age 25 months. 
This data clearly indicated the (differences/similnrities) 
in the of children. 

difference/growth rate 

10. As was previously stated, one cause of t~eindividual 
growth rate is due to genetic factors. A child might start 
walking at approximently the same age his father did due 
to the influence of his constitution. 

genetic 

11. Another cause of the indiviual growth rate is cultural 
factors. A study hS$ shown that the children of a certain 
African tribe be~in to walk to a number of months before 
American children do. This can be attributed to a difference 
in between that tribe and our society. 

culture 
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12. A last cause is a differ-ence in intellectual stimlllation. As 
you may deduce, research has shown tl-}at children in a r,ome with 
many books learn to read before children in homes without many 
books. In this case, books are a form of 

--------------------------. 
intellectual stimualtion 

13. Given the concept of indiviual growth rate, it (would/ 
wouldn't) be wise to consider a child dull if he isslig~tly 
behind his brother's rate of develo~ment. 

wouldn't 

14. It furthur follows t~at any judgemet of a child's development 
based solely on comparisons with other children is likely to be 

----------------------------_. 
invalid (ER) 

15. It is more valid to look at ~ child as one of a kind. In 
light of this and our discussion of individual gro,,?th rates, it 
is probably best to treat each child as a/an ______________________ _ 
person rather than as a sterotyped human being. 

* individual, unique, different (ER) 

* 

* 

* 

* 

16. Review 
A. Two children learning to pronounce the word "flower" at 
diffprent ages illustrates the concept of 

--------------------------_. 

individual growth rate (ER) 

B. A child learnin~ to walk at the same approximate a~e as 
his father did illustrates the influence of ------------------. 

genetic factors 

C. Children in Indiana and Africa might start walking at 
different ages due to differences in ------------.----------------. 

culture, cultural factors (ER) 

D. Two children with adifferent numb.p.rs of books in their 
homes mi.ght reading at different ages due to a difference 
in amount of • 

intellectual stimulation 



* 

* 

* 

* 

* 

E. Rather t~~n considering eac~ child as the same type, it 
would probably b~ best to treat each child as an 

person. 

unique, individual (ER) 

,;{ ... ::( . 

17. In this sec~ion, we will devote our efforts to the needs of 
a developing c.,.ild. One need is a secure environment. A reason 
that a child needs this is that if he feels threatened, he will 
devote all of his energy to eliminating the --------------------_. 

threat 

Maslow's Hierarchy of Needs 

Self -actuali:i ation 

. 
Esteem- feelings of' 

worthiness 

Love-relationships, to 
love and be loved 

Safety needs 

Physical needs-thirst, hunger, sex, etc. 

18. Above is a di3gram of Maslow's hierarchy of needs. Maslow 
feels that the lower ne~ds must be satisfied before the person 
can turn his energies to a higher need. This implies that a 
person will negl~ct his own safety if he is --------------------_. 

hungry, thirsty (ER) 

19. Furthur, a child mi~ht not develop the inter-personal 
relationsl-lips he needs for further development if his safety 
needs are • 

threatened, not met (ER) 

20. Thus, we can see that if a child is to develop to his maximum 
level, he must have a environment,. according 
to • 

secure/Maslow 



* 

* 

* 

* 

* 

* 

* 

21. One aspect of a secure environment is the physical needs. 
the child 'Dust be free from hunger, tr,.irst, cold, sickness and 
so on, or his environment will not be • 

secure 

~3. 

22. Furthur, if the child is hun~ry, he will not develop socially 
'because his energy will be devoted to 

----------------------------_. 
satisfying his hunger and thirst needs (E:t<) 

23. Thus we can see thet achild's social self will not develop 
if his needs are not met. 

physical (ER) 

24. Another component of a secure environment is the love and 
acceptance of the parents. A child who does not feel loved by 
his will probably devote his efforts toward 

-------------------------------------------------------. 
p~rents/~aining the love and acceptance of his parents (ER) 

25. Furthur, if a child is not loved, he will not accept hims~lf 
for what he is, because he feels that his pBents don't accept him. 
Because the self-concept is based on what a child thinks about 
himself, a child who lacks the love and acceptance of his parents 
will most likely develop a (positive/negative) self-concept •. 

negative 

26. In addition, Bernard has pOinted orit that in order for a 
child to develop a feJ'?'ling of independence, it is better for him to 
be loved and accepted, rather than his parents trying to teach 
him independence. As a result, a child who is loved and accepted 
is 'Dore likely to act than a child who 
is not • 

independently/loved and accepted 

27. Review 
A. Aspects of a child's development will be hampered i6 he 
feels _. 

threatened, insecure (ER) 



* 

* 

* 

* 

* 

* 

* 

B. To eliminate the feeling of threat and help their child 
develop to his hi~hest potential, the parents should provide 
a --------------------------------------

secure environment 

c. ThTo parts of a secure environment are providing for 
the child's and assuring him that 
his parents do him. 

physical needs/love and accept 

D. The development of a healthy self-concept and feelings 
of independence are facilitated by feelings of 

by the parents for the child. 

love ~nd acceptance 

28. Next, reference is made to some of the attiudes ~'1-)ich make 
the development of an atmosohere of love and acceptance difficult. 
One of these is that parpnts expect too much of the ~hild too 
e~rly an age. A parent who does not know of the concept of 
individual growt1 r~te might exoect his child to walk before he 
is _. 

able, ready (ER) 

29. This child might not feel he had gained the love and 
acceptance of his paents because he had not fulfilled their 
expectations. Therfore, he would feel as though his environment 
were not ______________________ • 

secure 

30. Thus, we can see th~t the child who is expected to walk 
before he is able to may not feel loved and accepted because 
his parents had ____ • 

expected too much at too early an age (ER) 

31. Another attitude which does not lead to feelings of love and 
acceptance is a lack of patience. This is somewhat related to the 
previous attitude mentioned. If a child's first efforts at walking 
are not i~mediately sucessful, the parents should aid the child by 
2;iving him all tl:1e time he needs. That is, they should be 

and try to help the child. 

patient 



32. If t~e parent is not patient with the child, then he will 
fepl ?ressured to walk in order to retain the 

of his parents to maintain a secure environment. 

* love and acceptance 

33. So for optimal level of functioning, the pa~ents should 
be with the child. 

* patient 

* 

34. Finally, if theparents are reluctant to let the child out
grow his childish dependence upon them, he will not feel loved 
and accepted. Again, it is important for the parents to be 
patient with the child and let him develop at his own ------_. 

rate (ER) 

35. This, of course, follows from what was previously said about 
the development of independence being best aided by 

rather th~n teaching 

~ love and acceptance 

36. Review 
A. If the parents expect too much of a child at too early an 
age, he is not likely to feel . ______ • 

* loved and accepted 

* 

* 

B. 

own 

If a child is to develop fully, his parents should be 
with him and allow him to develop at his 

,-----_. 
patient/rate 

c. Three attitudes which do not lead to an atmosphere of love 
and affection are 1) , 
2) ---__ - _-_-_-_-_-_-_-_-_-.-__ - _-_-_-_-_-_-,-a-n'-d-:.3~)-==::==:_ 

-----_. 
1) expecting too much at too early an age, 
2) lack of patience, 3) r~luctance to allow the child 
to outgrow his dependence on parents (either order, ER) 



* 

* 

* 

* 

37. Next, let us consider the concept of multiple causation. 
This concept states that no occurance is the result of only one 
cause, but is the result of many causes. So, though we can say 
that lack of love and affection is a major cause of over-dependence, 
it is not the cause. 

only (ER) 

38. So whenever we spesk of one activity causing another, we 
have to remember it is not a strict one-to-one correspondence due 
to the concept of • 

multiple causation 

39. Finally, consider the idea of accumulative deprivation. This 
is somewhat like building a house. If the foundation is n~t 
properly laid, then the first floor has a good chance to collapse, 
with t~e second floor havin~ an even greater chance. In rpading, 
if the child does not master the fundementals, he reads first-grade 
materials poorly and it is even worse for grade. 

second 

40. In short, his deprivation in reading skill snowballs, or 
accumulates as he in school. 

progresses, goes on (ER) 

41. Thus, if a child I'S developmenta.l problems snowball due to early 
deprivation, this is probably due to the oper.3tion of 

----------------------------. 
* accumulative deprivation 

* 

* 

42. Review 
A. The idea that nothing is the result of only one cause, but 
of many causes, illustrates the concept of 

------------------_. 
multiple causation 

S'. The idea that problems due to early deprivation will 
snowball illustrates • 

accumulative denrivation 

Material for this program is adapted from Human Development in 
Western Culture, by H. W. Bernard, Third Edition, Allyn and 
Bacon, 19/0. 



QUESTIONS OF FACTUAL RECALL 

1. The 
A. 
B. 
C. 
D. 

early childhood 
1 to 7 years of 
2 to 6 years of 
3 to 6 years of 
3 to 7 years of 

years last from 
age 
age 
age 
age 

2. In terms of rate and sequence of growth, all children grow 
A. at the same rate but in a different sequence 
a. at the same rate and in the same sequence 
C. at a different rate but in the same sequence 
D. at a different rate and in a different sequence 

3. If two children are both 11 months old and child A is walking 
while child B isn't, B's parents should 
A. warn A's parents that he is abnormal 
B. consider B to be retarded and institutionalize him 
C. take B to the doctor so they can find out w>,.at is wrong 
D. be paient with B and maintain a secure environment for him 

4. A secure environment has which of the following components 
A. satisfaction of hunger 
B. love and affection 
C. satisfaction of thirst 
D. all of t"'e, above 

5. Which of the following attitudes leads to an atmosphere of love 
and acceptance? 
A. lack of patience 
B. expe~ting too much of the child at too early an age 
C. plenty of time for the child to develoD 
D. belpin~ the child to grow at a very fast rate 

6. Which of the factors below does n2! influence a child's 
rate of development? 
A. differences in weight of cerebellum 
B. differences in culture 
C. differences in intellectual stimulation 
D. differences in genes 

7. One method of developing independent behavior in a child is to 
A. make the child act independently 
B. teach him the proper waYS of actine independently 
C. create an atmosphere of love and acceptance 
D. do not help him, so he has to act independently 

8. A poor self-concept results from 
A. total lack of patience by the parents 
B. entirely due to unloving parents 
C. completely caused by lack of security 
D. probably due to each of the above reasons 



9. Which would we expect a child to do first? 
A. walk alone 
R. walk with some support 
C. sit with help 
O. sit with no help 

10. Which of th.e following needs would a person most likely satisfy 
first? 
A. need for achievement 
B. need for protection 
C. need for food and drink 
O. need for social apvroval 

Answers 

1. i 6. A 
2. C 7. C 
3. 0 8. 0 
4. 0 9. C 
5. C 10. C 
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