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CHAPTER I

INTRODUCTION TO THE STUDY
Introductory Statement of the Problen

This study 1is an sttempt t0 analyze the responses
of teachers in ninetezn Texas schools t0o an organized
program_of in-service education consisting of Child Study.
Free-responge interviews and a questionnaire have been
utiliged to secure a favorable-unfavorable reaction to the
over-all program and to its several c¢rerational elements,
The reactions of teachers have been compared with results
of participation in the progrem &s revealed through (1) re-
sponses from interviews and questiconnaire snd (2) an in-
tensive examination and analysis of anecdotal records of
behavior kept by teachers in the program. Effort has been
made to analyze the connection between feelings toward the
progran and the typé and extent of participation in the
program.

The basic orientation of the study 1s towvard pos-
8lble connections existing between feelings and participa-

tion in Child Btudy. No deviation from the basic orientstion
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has been 1intended, and any such apparent devistion in

the body of the investigation will be unintentionsl.

Approaches to the Problem

Growth of in-service concepts

Professional pecople, in the mein, are constantly
seeking ways of improving their work. Clinics, confer-
snces, short courses, workshops, and other means ¢f at-
taining the gocal of learning to do better those things
which one must do anyway in his daily work, s11 have been
employed by doctors, lawyers, teachers, and other profes-
g'cnel persons., This goal is not peculiar to the profes-
sions, In feect, the public schools have lagged far behind
industry in two aspescts., First, there has seemed to be &
reluctance on the part of school people tc admit the pres-
sure ¢f necessity for findirg better ways of working;
second, there has been a reluctance to bring the progran
of in-service work directly into the everyday classrocon
activities of the teacher. Business and industry have
led the way in the development of the concept of in-service
learning and have offered many suggestions mes to ways of

implementing such problems.



industrisel patterns
for in-service educaticn

Industrial organizetions, from the early days of
apprenticeship tralning for the trades, have been inter-
ested In in-service training for empleoyees. The greatest
motivation for such programs has doubtless sprung from s
desire to increase gquslity and productivity, thus increes-
ing profits. There are, in addition, certain social bene-~
fits resulting from increased proficiency. The direct at-
tainment of greater economic security, higher standards
of living, and increased purchasing power has proved a pover-
ful motivaticn for "learning while earning." {(L2: 578)

VThe advantages of suceh training have been largely
ignored by the professiocon of education prior to the last
gquarter-century. One reason, usugslly given, is that teach-
ers are professional people, and 4o not reguire nor went
technical training, per se. It ie true that teachers have
gone to school in summers, and have participated in exten-
sion courses at times; but relatively little has been done
toward the broadening of teachers! basic philosophy or
toward increasing understanding of the pupils whom they
teach. Much of the work done by teachers has been concerned

with the acquisition of technigues of presentation of
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rigidly prescribed subject metter content with little or
no regard for individual differences in the reciplents
of such subject material. In addition, the work of
teachers in improving certification has been much of the
time of the type which assumes a universality of readi-
negs without regard for the basic facts involved in the

learning process.

School administration snd
in-service prograwms

The literature in the field of pudblic school ad-
ministration is lacking in the discussion of organized
in-service education except for institutes, workshops,
and extension courses. For example, Moehlman {(27) in
1940, end Mort (29) in 1946, two recognized authorities
in the administrative fileld, made only the briefest refer-
ences to in-service work; and those references are re-
stricted to mention of summer courses for teachers who
are working toward advanced degrees or tcward removal of
deficliencies in courses o . certification. 1In like manner,
Edmondson, Roemer, and Bacon (10) in 1949 made no mention
of continuous, purposeful study by teachers as a part of

their professional development while working. These
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administrative eauthorities mpparently see all profession-~
al development as the outgrowth of resesrch on the part
of trasined personnel in better methods of utilizing fa-
cilities and in producing better atids to classroom instruc-
ticon., By implication; the classroom teacher has little
place in the improvement of instruction through increased
understanding; her role seems to be that of a person wait-
ing until the experts can tell her what t¢o do snd how to
do 1it.

Melchior (25: 35-36) referred in 1950 to teachers:
institutes, to the work of supervisors in improving in-
struction, and to workshops priocr to the opening of school.
He went much further, however, in reporting on a project
in developing community schools in New York, when he said:

Some of the basic problems s8till remain, but the
leaders are beginning to believe that schools

can and should improve the level cof living . . .
when one evaluates the work here and there, one

. sees teachers, principals, and faculty groups
with a vision which leads to improved schools

for boys and girls. Elsewhere one sees cther
teachers who still are teaching in their custom-
ary ways, ignoring the findings of modern re-
search in the fields of child growth and develop-

ment witlh their implicetions for changing the
curriculum. (25: 88-89)



Melchior further develops the idea of in-service
educetion with reference to inveclvement of wmore and more
personnel, and particularly as applies to the develop-
ment of a program of supervision:

The best supervisory prograem 1s one in which
all activities contribute, directly or indi-
rectly, to increasing each teacher's knowl-
edge of her own pupils' growth and develop-
ment . . . the underlying reason for encour-
aging the study of the individual pupil in
terms of his asll-round development is empha-~
sized becsuse of the recognized fact that
these techniques directly affect the life of
children--how they grow . . . . {25: 160-161};

These statements, and others by Wiles (43) and Lee and
Lee (23) point up the variations in writings of persons
interested in the inmprovement of school sdministration
and supervision. It is interesiing to note thet writers in
the field of supervision, curriculum, and instruction are
apparently much more aware of a need for improvement of
teeching through increased understanding than are writers
in administration. Advocates of new theories of learning
and new philosophies of education are gradually making
‘themselves felt upon the educational world, notwithstand-

ing the reluctance of many tesachers and sdministrators to

promote or even recognize change and ite necessity.
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An increasing swvarenesgss that learning, conducted

of necessity upon & mass basis for all children, is

nevertheless an extremely individuslistic process is re-

sulting in a realization of deficiencies in teacher

preparation nitherto unrecognized or ignored. The sware-

nesgs of the ineffectiveness of teacher preparation and

the corresponding lack of improvement resulting from

structured programs imposed by the administrative heads

cf schools upon faculties has resulted in an individuali-

zation of in-service educatlion which is becoming increas-

ingly epparent as the successor to esarlier attempts.

Child Study represents such a program aimed at helping

the individual teacher through increasing her understand-

ing of the children with whom she works, A detailed de-~

scription of this program as a vehicle for in-service edu-

cation will be presented in Chapter III.

Feelings of teachers toward
lmservice education

Whatever the vehicle for in-service educaetion,
there are certain basic factors involved. Certain changes
are anticipated in teachers, else there would be nc rhyme

or reason for their participation. Some teachers seek
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change for themselves, either to increase competence oOr
to relieve the monotony of & too-structured way of operat-
ing. Other teachers seem t0 be extremely reluctant to
change or to recognize change when 1t takes place. This
reluctance t0 change may wvwell be connected with a viols-
tion of self-concept. IP a teacher needs to regserd her-
self as an adequate person, then the implication thet she
needs to change may present a threat (o her feeling of
adequacy; and she could concelvably be expected to take
action directed toward the removal of such & threat,.

A second factor in an analysis of an in-service
program concerns the feelings of those participsting,
feelings directed toward the program itself. The imple-
mentation of the program may come from the administration
of the school, from pressure sources within the community
and outside the school or any of 1ts personnel, or from
the teachers themselves. In any event, there will be
feelings attached to the program; and these feelings will
affect its ultimate success,

The feelings of teachers toward s program designed
to increase their effectiveness should, it would seem gt
first glance, be uniformly favorable. 8uch has not proved

to be the case. In fact, 1t was the awareness of the
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intensity and the direction of feeling toward Child Study
which prompted this investigation. The scope snd depth
of feelings, and the objects to which they become at-
tached, present an intriguing if particulerly difficult
problem to the individual ettempting an evaluestion and
analysis of such a program of in-service work &8s 1s repre-

sented by Child Study.

Purpose of the Study

As stated in the introductory section,; this study
is an attempt to analyze the reactions of teachers in cer-
tain Texas schools to a program of in-service education
designed to inmprove understanding of children. The pro-
gram considered is the organized Child Study program Jde-
veloped by the University of Chicago snd the Institute for
€hild Study o©of the University of Maryland, and adminis-
tered by the Division of Extension of The University of
Texas, This program aims at incressing the understanding
of teachers concerning the development of children and also
points tovard implications for curriculum design and prac-
tice. The utilization of anecdotsal recordings of behavior-
al incidents of an individual child brings both child and

teacher intoc sharp focus. It becomes increasingly evident



10
as such a study progresses that teacher as well as child
is being wmade the obJject of study. The presence of such
evidence and its influence upon & teacher's expressed
reaction to the program will entear Iinto the study pro-
posed.

Along with the analysis of the reactions expressed
by teachers, an attempt will be made to relate expressed
feelings with objective evidences of increased understand-
ing and altered classroom practices. It is believed that
feelings affect the learning process, and evidences as to
the extent and direction of the effect will be examined.
The data to be studied have been secured from interviews
in whiceh teschers responded to guestions designed to dis-
close their feelings about Child Study. These Ilnterviews
will be supplemented by the resulis of & gquestionneire and
by an examination of the anecdotal reccrds kept by re-
sponding teachers over a period of two yeurs.

The utilization of feelings and the effort made
t0 connect Teelings and evidences of learning and under-~
standing on the part of teachers constitutes the main
claim of the study to being unligue. Many measuring and
progrostie devices make libveral use of feeling and ita

interpretation. Commonly used are such devices as thematic
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apperception tests, preference tests, the Rorschach tech~
nigque, and Stanford-Binet tests, tuv name only a few. The
study here proposed will make relstively limited usage of
expressed feelings as relsted to asttitudes, values, and
behavior; and the requirements of skill in interpretation
will not be nearly sc exacting as 18 required by the pro-
Jective devices named above. Thaet there are, however, evi-
dences a8 to the influence of feelings upon behavior, at-
titudesg, and values will be presented in the following
chapter. The next immediate concern is for the examina-
tion of certain assumptione sarising from the original in-
terviews and ﬁhé formulation of tentative, working hypothe-

ses upon which to base the structure of the study.

Factors in the Develcpment of the Study

The Child Study program in Texas, from 1948
through 1951, remained essentially the same @as thst out-
lined by the Institute for Child Study and described in
detail in Chapter III of this study. There were minor
variations in such detalls as the timing of consultant
visits and in the selection c¢f group leaders; but the

bagic operation of the program, and certainly the sanme
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basic scientific concepts, was the same in every signifi-
cant detail. Results of the progranx, as far as could be
agcertained from the standpoint of both administrators
and teachers, were almost identical with those described
in the repcrt of the American Council on Education in

Helping Teachers Understand Children (30: 36L-L00). There

were, however, certain factors which might have affected

the responses.

Length of time in program
and workshop participation

The deseriptions prior to the interviews upon
which this study is based came, in the main, from teachers
who were known to react favorably to the program and who
wvere aware of certain benefits sccruling therefrom, Gen-
erally, these teachers had had one or more years of par-
ticipation in the program. PFurthermore, they more often than
not were former participants 1in local cor state workshops in
Child Study. Occaslonally, notwithstanding & general ac-
ceptance of the program, there wvere expressions of dissatis-
faction with both the elements and the outcomes of Child
Study. S8imple honesty demands the admission that these

expressions of malcontent were recognized with perturbation
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by the consultants concerned with aduministering the pro-
gram, and sssumptions began to be'made regarding the in-
fluence of participetion in workshops and in the field
program through time upon the over-all responses to Chilad

Study.

Professional needs
of teachers

One of the besic reasons for the increasing suc-
cess of in-service educsation programs 1ls believed to lie
in their ability to meet the needs of teachers at the
source., From the days of the normal school as the most
potent agency for the cducetion of teachers, the profes-
sion has progressed through increasing pre-service require-
ments, teacher institutes, the employment cf summer eocurses,
the extension of education courses through off-campus fa-
cilities, and finally into the employment of in-service
work, utilizing the teacher's needs arnd preblems &t hand.
All of these efforts, directed toward aiding teachers in
more efficient and meaningful discharge of their duties,
have in their structure the elements of learning situa-~
tions for teachers themselves. It is felt~that a teacher

who feels her greatest professicnal need to be the
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acgquisition of s8ki1lls necessary to teach subject matter
more effectively, to the end that pupils will master
facts more readily and be able to respond more accurate-
ly with factusl answers, may not recognize the possibili-
ty of using Child Study as an agency toward the satisfac-
tion of Buech & need. It 1s the reccgrnition of teachers’
felt professionel needs and the influence ¢f this recog-
nition which is proposed as another factor warranting in-

vestigation in this study.

The effect of change
ag 8 possible factor

Chaage, resulting in altered behavior from forma-
tion of new or different conecepts, often produces re-
sistance among adults. There are doubtless many reasonsg
for such resistance, and evidences will be Imtroduced in
Chapter II, but the existence of the possibility of re-
sistance to change influencing responses to Child Study
has formed en assumption which seems worthy of investi-

gation,



Voluntery and
enforced participmtion

Another possaible factecr in Child Study In the
Texas schools studied is found 1in the fact that not all
schools approach the program in the same manner. Sone
schools reguire all teachers to participate; some schools
do not require anyone to be & part of in-service work;
s8till others make no requirement but indicate in every
way that teachers are expected to participate. It has
long been assumed that the attitude of loecal school suthori-
ties would be & factor in teschersg' responses to Child
Study, and 1t is proposed to investigate such attitudes in

this study.

Reflection of attitudes
in records kept

Mershon (68) has indicated records &8 one source
of eveluation of the mechanics of Child Study, end Greene
(63) used records to study the internal iz -+ -~
its concepts. It is proposed here, scting on the assump-
tion previously valideted through these twvo studies, to

inquire into the iInfluence of attitudes of teachers upon
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the records which they keep, from the standpoint of both

mechanice and concepts of the program.

Consistency in evaluation

Finally, if there 1s to be consistency in evalu-
ation, there should be consistency in the elements of
the evaluation. That is to say, it is assumed that a per-
son who responded favorably to. Child Study throughout two
interviews would‘respond in like manner to the correspond-
ing items of a guestionnaire; and it is further sssumed
that examination of anecdoctal reccrds of thet individual
would reveal results consistent with the first two instru-
ments of evaluation.

Other asgsumptions could doubtless be made with
reference to an analysis of an evaluation of Child Study.
The results of previcus studies have been indicaeted, sand
it is proposed to advance recommendations for further in-
vestigation of the program and its implications in light
of this study. The major purpose of this particular
study, however, is to exmmine the program and ite results
as revealed through expression of feelings toward its

purposes, mode of operations, and results. This limitation
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thus places certalin areas out of the fileld of this in-~
vestigation and restricts evidences to those applicable
10 hypotheses mede seemingly tenable in the light of the

preceding assumptions.

Hypotheses to Bé Tested

The following hypotheses seem to fellow from the
assumptions asdvanced. Before stating the hypothgses to
be tested, two statements should be made: (1) the hypothe-
ses are not of equal rank in importance, and (2) they are
not stated in order of their relative importance. Their
ordering has come &8 A result of the development of cer-
tain assumptions pertinent to and evolving from the study
itself,

t

The term "favorable responses," as used in the
statement of hypotheses, refers to responses through two
interviews and a questionnaire, in which teachers ex-
pressed themselves concerning Child Study and to which
references have been made in the following hypotheses.
The hypotheses are:
l. Favorable responses to participetion in

Child Study will increase with continued
participation in the program.
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2. TPaveorable responses to participation in Child
Study will increase with participation by
teachers inwcikshop experiences.

3. The regponses to participation in Child Study
will be favorable to the extent that the pro-
gram meets the felt needs of participants.

., Responses to participation in Child Study, as
a type of learning experience, will be influenced
by the smcunt of resistance which the participant
feels towvard change.

5. Favorable responses to participation in Child
Study will be reflected tc a greater degree
where participation in the program is voluntary.

6. FPavorable responses to participation inm Chilad
Study will be reflected in betiter understanding
of the mechanice of the program as shown in the
records kept.

=

Favorable responses to participation in Child
Study will be reflected in a better understand-
ing and mcceptance of human development concepts
as shown in the records kept.

An examinetion will be made, at the conclusion

cf the study, of the consistency of responses as reveeled
through the three testing measures enployed. Through
this examination, the validity of the instruments used
will be scrutinized. The results of this examination, in

the interest ¢f consistency in presentation, will follow

the consideration of the hypotheses,
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The testing of hypotheses

The increase in the size of the Child Study pro-
gram in Texas and & need toc evaluate its effectiveness
in the face of varying reasctions led to the interviewing
of some 231 partigipanta selected a2t random from all
levels of the program. These interviews were conducted
in 1950. Responses were sclicited to the following three

questions:

1. How do you feel about the Child Study program®

2. How do you feel about the mechsnics of the
program, such as time and place of meeting,
length of meeting, consultant service, library
service, etc.?

3. Do you feel that any changes have taken place

in yourself, your ways of teaching, or your

school systiem that sre directly attiributable

te €hild Study?

O0f the eighty-four first year psrticipants, fifty-~
nine who were working in second-year Child Study were
again interviewed in 1951, and the sane guestions were
asked, Thus, &n attempt was made to secure longitudinsl
as well as cross-sectional evidence, with the greater

importance attached to the longitudinal. In addition to

the two interviews, the same fifty-nine people who had
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responded to two interviews were asked to respond later
to a questionnaire which covered the items mentioned by
them in the earlier Interviews.

Anecdotal records kept by the fifty-nine persons
who had'respcnded to two Interviews and the question-
naire were exsanined in an effort to determine their value
in measuring the results of Child Study and to measure
change and direction of change in the cperating procedure
of teachers in the classroom.

The full procedure employed will be described ia
detail in Chapter IV of this study, and analysis of the
data will be presented iIin Chapter V. All data obtained
from interviews, questionnaires, and anecdotal records
will be studied in light of the hypotheses presented

ahove.

Summary

Assuming that in-service programs are rightfully
toc be regarded as learning situations for teachers, this
study attempta to connect the feelings of participants
toward Child Study with the observable snd measurable

results of the progran. It employs three devices:
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interviews, 8 Qquestionnaire, and examination and analy-
s8ls of anecdotal records kept by teachers as a part of
the progran itself. RBach of the devices and the results
therefrom will be further examined in light of previous-~
ly stated hypgtheses t0 determine the relation of feel-
ings toward learning and the effect of feelings upon
learning.

Chapter II will present & brief survey cof liters-
ture felt to apﬁly to this study. This survey of litera-
ture will concern itself with the purpose and growth of
in-service education, with the factors which may pre-
dispose s paerticipant in his attitude, favorable or un-
favorable, toward an in-service progre:=, end with results
of investigations intc the effect of feelings upon lesarn-
ing. The litersture examined has been selected with the
point in nmind of applying former findinge to the present-
ly advenced hypotheses. The ordering cof the présentation
will, therefore, follov scmevhat closely the ordering of

hypotheses upon which this study is besed.
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REVIEW OF LITERATURE

Introduetion

This study, as outlined in Chapter I, proposes
to investigate the responses of teachers to participation
in & program of Child Study and the relation of responses
to various factors pertinent to and resulting from this
participation. The responses were solicited in such =a
manner ag to place stress upon the feelings of partici-
pants toward ithe program and its various component partis.
As a consequence, it becomes necessary to taeke cognizance
of feelings, attitudes, and values, and researchb in these
topics 1s indicated in this review of literature.

Material-will be presented in the course of this
chapter which will indicate that there are things in the
self-concept that cannot be disposed of satisfactorily
through the use of techniques and dsts presently avail-
able in this investigation. This will be particulsrly
applicable to the presentation of resesarch in sections
dévoted to in-service education and the continuation of
learning process and to self-concept and evaluation, fol-
lowing. It is indicated that employment of the TAT,

22



Rorschaeh, or similar individual techniques might be
needed to explain preference for or antipathy toward
such & prograxw as Child Study. It is further indlcated,
in the consistency of negetive responses to participa-~
tion in Child Study, that threats tc self-concept might
account for such responses; and it 1s for that reason
that so much space is devoted to the development of the
idea of threat and to similar sllied concepts.

Concurrent with the introduction of study of any
new topic, there 1s & need for review of research aslready
done along various phaeses of the topic. This 1s covered,
if in & somewhat limited fashion, in this section of the
present investigation, Along with an examination of pre-
vious research, there are evidences cited of considera-
tion of in-service work, its goals and its modes of opera-
tion, &8 well &s the possible impact which might result
upon the participent Trom inplications of need for
changes in ways of teaching.

In brief, Chapter II presents a survey of related
findings along the following lines:

1. The need for eveluation and ways in which

evaluations have been previously conducted.

2. The use of the interview technique.
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3. The influence upon the curriculum of improve-
ment in teacher understanding and essumption
of responsibility.

L, The considerastion of in-service education sas
a continuation of the leerning process for
teachers with the potential change and frus-
tration sometimes attendant upon learning.

5. The operation of groups with some emphasis
upon requisite qualities of lesdership and
the maturation of group skills.

6. The importance of the self-concept and the
influences which might be resultant from
& searching evaluation.

7. The role of the teacher in classroom work
and In her iaprovement through in-service
work.

8. The difficulties residing in evaluation, and
some discussion of present trende in teacher

educatlion with their obJlectives.

Beed for EBvaluaticn

In any program of in-service education calculated

to improve a phase of an operation, be it business,
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education, industry, or science, there must be constant
evaluation te insure regular and reckoned progress.
People examine the resultes of their efforts, set up on
the basls of the wost valid hypotheses presenting them-
selves; and they determine the effectiveness of their
program, whatever it may be, in light of progress made
toward goals previously agreed upon. Often it is found
necessary tc modify goeals or to change direction of ef-
fort as & result of evaluation. Perhaps the tentative
hypotheses turn out to be merely bad guesses; perhaps the
premises made were too subjective; perhaps the goals were
utterly unrealistic. Valid evaluations furnish the only

eriteria for such determinations.

Oblective and subjective
evaluations

The evaluations listed in Helping Teachers Under-

stand Children are subjective; the experiences of the

teachers. thus related, form one type of evaluation.
There have been many evaluations of Child Study made 1in
the past few years. Most of the studies to which this
chapter will refer have beeg made In the most objective

manner possible. There will be some evidences of sonme
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variations in the mechanics of the program here inves-
tigated from the originsl program described in Helping

Teachers Understand Children. Each succeeding evalua-

tion will likely bring to the program evidences of pro-
cedural changes that might need to be considered, changes
similar to those now being incorporated by the Institute
for Child Study in which each phase of the three-year
study is being reduced to writing., & procedure which

would not have been accepteble a few years ago.

Ma jor goals of Child Study

Changes which have been or which may be con-
sidered or effected will be those only which seem to
have the potential of promoting the attainment of the

ma jor goal of the program, as expressed by Mershon.

The maJjor goal of this program from its earli-
€8¢t beginning to the present time has been

the same--promoting better understanding of
children. An evaluation of thils program must
certainly include regsearch to determine
whether the approach of this program doces pro-
mote better understanding of children. How-
ever, for teachers to understand the behavior
of children can be a futile goal if it is an
end in and of itself. An ultimate test of

the value and of the effectiveness of this
program will need to be in terme of the changes
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it produces in teachers. Comprehensive evalu-
ation must include research which will deter-
mine whether the teachers change 1in the mannerxy
in whicii they relate themselves %0 children.
It must also include research tc determine
whether these teachers change in their class-
room and instructional procedures in the light
of their understanding of behavior, motivation,
and the needs of c¢children. The final test of
this preogram will be to determine whether
changes produced in the behavior of the teach-
ers will in turn produce changes in the be-
havior of the children with whom they deal.
(68: 72)

Use of recordings

Research done by Perkins (57) on recorded dis-
cusaions of small study groups, 1ip the course of which
evalustion of the relstive merite of suthoritariasn and
demccratic lesdershipy was explored, has added one phase
of investigation of the program. This resesrch will be
discussed more fully in a later section, under the head-

ing of leadership.

Use of objective testis

George Hohl (6L4), using pencil asnd paper tests,
conducted a study of the scientific knowledge of tesch-
ers in different levels ¢f the program as contrasited

with teachers who have never participated in the program.
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Hohl's resgearch involved the use of the Test of Fact and

Principle in Bumsn Growth and Development as developed

by Harrocks and Kyser, the Cronback Csse Interpretstion

Test, and the Wickman Behavior Rating Secale. Hohl found

year-to~year improvement in many phases of Child Study,
but found that & decrease in the use of broad generaliza-
tions in attenmpts to explain behavior did not result un-
til after Tour yeers of experience. He worked from five
broad hypotheses. The prograem of direct child study as
developed under the Commission on Teacher Education and
further refined by the Committee on Human Development of
the University of Chicago:
8, 1necreases teschers' knowiedge of the facts
and principles of human development.
t. improves teachers' 8bility to recognize
meny problems o©f behavior as symptomatic of
rhysicecel, educational, social or emotional
maladjustment.
¢. 1improves teachers' ability to formulate and
interpret possible causes underlying the be-
havior of children,.
d. produces changes in teachers' attitude
toward the relastive seriousgness of various
behaviors.
e, results in s positive correlation between
the extent of participation in this program

of child study and the progress made in re-
spect to &, b, and ¢, sbove. (6L: 3)
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Hohl further concluded that & teacher's capacity
to benefit from Child Study bore no relation to academic
training, experience, field of tesaching, or marital
status., He =z2lso concluded that participation in work-
shop experiences did not result in any additicnal im-
provement in teachers' abillity to advance specific reasons

for behavicr. (6h: 13)

Use ¢of epecdotal records

Greene, working with Child 8tudy records fron
Maryland, Loulsiana, and Texas, has devised a technigue
for evaluating changes in teachers' ways of working with
children in the classroom. Analysis of classroom situa-
tions has given Green evidence that would indicate defi-
nite change in c¢lassroom procedures. (63)

There would seenr to be some indication of & need
for measurement of results coming frem Child Study which
would include both objective and subjlective evidence.
The use of pencil and paper tests has definite merit.
The uge of subjective statements has other merit. The
employment of the former, however, disregards the feeling

of the tescher being asked t0o check s 1list of multiple
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cholices or to select certain items of behavicr as best
exewplifying certain psychologicel reactions. By the
same token, & purely subjective reaction fails to take
into account more than the react on of & teacher at the
feeling or thg emotional level. Yet, there seem to be
reasons for thinking thet the feeling of an individual
will affect his behavior in the instances where his intel-
lect might indicate an entirely different response. With
full avareness of the intangibility of attitudes, it is
atill proposed to investigate the response of teschers
to a Child 8Study program and, at the same time, compare
their subjective evaluation with evidence given unwitting-
ly, through the record kept, as to professional progress

made .

Use ©f Interviews

Attitudes expressed
i interviews

From evidence to be considered in Chapter IV of
this investigation, there would appesr to be a discrepancy
in many cases between opinicns exyressed through the in-

terviews conducted and evidences of professional growvtih
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of temchers from a& study of their enecdotel records.
Gordon ¥W. Allport has defined attitude as & "mental and
neural state of readiness, organized through experience,
exerting a directive or dynamic¢ influence upon the in-
dividusl's response to a2ll cocbjects and situastions with
which it is related” (1: 799) To the extent that inter-
views may be used t0o measure attitudes, Allport further
assumed that only common attitudes cculd be measured, as
in contrast to individual or private attitudes; thaet
¢ach person possesses many contradictory settitudes, and
hisz mental set at the moment of submitting to & scale
may tell only a pert of the story; and that rationaliza-
tion and deception inevitably occur, especially when the
attlitudes pertein toc the moral life or sccial status of

the subject.

Interview and resctions

A threet to moral life or sccial status may be
one of the moeost potent factors in any situaticen. It was
80 recognized when the investigation was proposed, and
it was considered as both a strength and s weskness in

the employment of such a device as the interview. The
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strength comeé frem the feeling that the interviewee
wvould, in a free situation, give expression tc his emo-
ticnaslized reacticn t¢ the progrem. He would, 1t wes
thought, respond more in light of immediate feellng than
if & pencil and paper test were being given. It was
further felt that any threat to the individual's gelf -~
concept which might reside in the Child Study progrem
would elicit a more unstructured response than cne sought
through a more mechqnical devicg. The interview hss an-
other advantage for this particular type of investiga-
tion as 1is seen by Sherman: "The interview is, therefore,
esgsentially a way of discovering the reactions of an in-
dividual to his past experience rather than & means of
obtaining precise informastion.”(37: 205) It is precise-
1y these reasctions that this study proposes to examine in

connection with sctual work done by the teacher,

Improvement of Teaching--The Curriculum

Xnowledge of pupils
and good teaching

Myron A. Cunningham (61: 5-10) points out in-
stances where students and &uthors'in many fields of edu-~-

cetion emphasize that people in the fisld must know the
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facts of human development and the causes of behavior of
the individuals with whom they work. From the fields of
scocial studies, arithmetic, science, langusge arits, and
reading, Cunningham has quoted works by Edgar B. Wesley
end Mary A. Adams, Leo J. Brueckner and Foster T. Gross-
nickle, Gerald S. Craig, Ruth G. Strickland, Arthur I.
Gates, Paul Witty, and David H. Russell as being typical
of a trend among educational authorities to recognize
and even stress the desirability and perhaps the necessi-
ty of understanding by teachers of pupils’' needs, inter-~
ests, levels of mental abllity, eaptitudes, background of
experience, and similar related items affecting the learn-
ing process.,

Further than good classrooun instruction, it has

been long maintained that curriculum and guidance are

two Tields which require knowledge of human development.
Caswell, Stratemeyer, lee and lLee, and other suthorities
in the fleld cof curriculum have long stressed cognizance
of the individual pupil as a prereguisite to the attain-
ment of a satisfactory and well-rounded curriculum. The
ugse ©f sociometric devices, projective techniques, teacher
study groups, home visits by teachers, and many other

devices celculated to brosden the understanding of teachers
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68 to fauctors present in the development of bhuman beings
have resulted in more concern with the individuasl child.
Since learning is en individual matter, &8s well as a
group process, 1t does not seem unressonable to expect
the gquality of instruction t¢ rise with increased under~
standing of the child.

Cunningham, Iin investigating seversl ways in

which tsachers studied children, hss made many conclusions

from his exheustive study. He has found, among a total

of thirty-eight conclusions drawn, that:

1. There sre reasons why alil teachers dc not ac-
cept opportunities to Jjoin such pregrams, such
68 insufficient background in child development
and the psychology of individusal differences, s
supposed lack of time to do the work, and an
inobility to work with others.

2. Teachers seem to benefit more from Child Study
experiences spread out over a long pericd of
time.

3. Teachers contribute to research projects as
the projects seem t0 be useful to them, and as
they understand the projects.

. Kot all teachers have the skills to organize
and summarize the informaetion about children
which they gather.

5., Knowledge of childrer helps teachers to make
adjustments In school schedules toc provide for
individusl capecities and needs.
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6. Tewachers who study children believe that they
have u somewhat deeper feeling for the chil-

dren whor they study intemsively than they

do for those whon they have not studied. In

few cases do teachers believe that they be-

come strongly emoticnally involved. (61:

168-173)

These conclusions, far from offering discoursge-
ment, seenm to point out some inadeguacies in cur program
of teacher education as well as elemenits lacking In the
area ¢f teacher-sdministrator, teacher-parent, and
teacher-pupil relationrhiizs. The ability to work with
otherg is a need that must be developed; it eppears to
profit little for a teacher to have extensive knowvledge
of her subject matter material 1f she is unadble tou work
successfully with pupils, parents, and other teschers and
administrators. A weakness in in-service work, pointed
out by implication, is in the apparent lack of understand-
ing on the part of teachers of the goals of such work and
of the ways of its operation, Without mesaning to the in-
dividusl and without apparernt usefulness, s program be-
comes an sdded duty and a burden. Proceeding with any

program under such conditions has often become 80 distaste-

ful es to ensure failure of such & program.



Technigues siding Child Study

Lee and Lee, following a discussion of basic eno-
tional needs growing out of the wvork of Louis Raths, list
th following as techniques which help in Chiid Study:
(1) the use of tests, such &8 personality tests and rat-
ing scales and Rath's described Self-Portreit-N, (2) the
use of anecdotal records, {(3) the use of projective tech-
nigues, end (4) the use of sociometric devices. The Lees
conclude that sucihi a8 program as they have described, quot-
ing Jane Freanseth, 5. €. Patterson, and Maggile Hawvs,
places upon the school the responsibility "to use this
type of Child Study whenever and in so far as the person-
nel can satisfactorily obtain and use it."” (2%: 93%3-104)
They further seekx énlightenment concerning selection of
sub Ject matter. The diegram on the following page is
presented tc represent some things about which wve know
to a degree, and the explanation of the diegrammatic
presentation isg given as follows:

This diagrem 1s used to emphasize the point
that subject matter is selected for the purpose
of meking desired changes in the c¢hllid but ecan-
not fcllow from the purposes asalone; 1t must
also be related t0o the learning process and the

developnment or maturation of the chilid. All
four factors are now closely interrelated,
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Changes which Learning Process: Procedures
to be used in all phases of
development: physical, mental,
esotional, soclal.

Purposes:
we wish to make in the child. € a

2 b

Sub - Development of the Child: Es-
pecially in relation to his
pover, ability, and interests.

Instructicnel Materials:
Ject-matter, experiences, ma- ‘ >
terisls which can be utilized

to make desired changes,

Le
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changes in one producing changes in another.
Each exercises scme influence on the other
three. {(23%: 140)

This is but another link in the chain of evidence
vhieh would seeunm to iIndlcate &n incressing realizstion on
the part of all workers in education of the importance of
the teacher's gaining more undersimnding of the develop-
ment of boys and girls as physical, social, and psycho-

logiecal entities.

Assumption of

responsibility
by tenchers

There are evidences to be examined leter, in their
proper time, that there are those teachers who reject
Child Study--it might be ssid that it would seem they re-
ject any sattempt to alter a pattern to which they have
become accustomed and with which they have learned to be

34

"at home"” and comfortable--because of pre-formed Judgments.
There 1is some evidence that there ere teachers who do not
accept change and who appear to resist the assumption of
responsgibility for their own ecticns. Cole and Bruce have

stated this quite bluntly:



The dictetors and autocratic rulers of history
have made the same kind of generalization
(that leaders are “born”)} about "the people”
as 8 whole. There is a herd-like submission;
they crave a leader who will govern them . . .
but history in vestern countries has raised
serious guestions about the validity of these
views. Decade by decade "the people” have
slowly become more enlightened and government
gradually more demccratic and enlightened. At
least we can say that the great western experi-
mente in democrascy are based on the assumption
that the leaders of the dictator-elite have
been wrong. (7: 251)

£

This abrupt categorigation of the people as “a
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- great beast,” to use the words of Alexander Hamilton, is
not typical of Cole and Bruce, as this writer cen testify
from personsl knowledge of one of the authors. There

seem to be, however, enough teachers who persist in asking
tc be told "what to do, when to do it, and how to éc it”
t0o lead one to lock with sympathy on Kelley's discussicn

of the teacher and subject matter and the teacher as

suthoritarian.

The teacher as suthorjitarian

With regard for the role of the teacher in the
curriculum and in control ¢f the elssasroom, Kelley has

said:
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When the control goes from the suthoritarian
teacher tov the demends of the grovup, no indi-
vidusl achieves the right to do exactly as he
pleases. For he then beecomes responsible-~-
responsible twand for the greeter good of
those with whom he is assoclated. His freedon
is limited to those activities which will ad-
vance the undertakings of the group. He has
had & share in prlanning these undertakings,
and has perforce assumed 8 responsibility for
their sdvancement . . . .

If I wanted freedom, in the sense of license

to 40 as I pleesed, I would take my chances
with the sutocrat for he can watch me only sa
certain amount of time, and I have no responsi-
bility for his program, nor have I any rapport
with him worth preserving. .

Another cliché certain to be heard is the old
story, told with much mirth, of the boy who
ceme t0 school and asked, "Teacher, d4c I have
t¢ do vhat I want today?” This probably never
ocecurred, though many think it d4id, end it
eould have. Instead of being relayed as a
great Joke, the teacher should have sald, "Yes.
Johnny, you will have to assume responsibility
today, and every day, for your work, your play,
and your relationships with the others. You can-
not get me to assume your responsidbility by
teliing you what to do. This is your day, and
You cannot look to others to be responsible for
the use you nmake of it.” (20: 9h-95)

Part of the work of the Child Study program con-
cerns itself directiy with this assumption on the part of
teachers of the responsibllity for their own directioning,

end for their own thinking. The working together in

groups on problems of their own concern has caused
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conzternation, to say the lesst. in many instances. With-
out priocr experience, the bridging of this one gap has
proved to be an experience of almost traumatic level to
many teachers; emotions have been aroused often because a
consultant strove to bring out the power of the group and

0f the individusl.

In-Service Education, Continusation of
Learning Process

Learning and
emotional disturbance
from change

Part of the epparent avoidance of the assumption
of responsgibility con the part of teachers may result {rom
previously formed concepts of the self ag “"teacher,” the
individual vho already has the technical skill and the
reqgquisite answers to problems., Attitudes long held nmay
add, through frustration and resistance to change, to
poesible emoticnel results from situations which imply
a need for change in previously satisfactory patterning
of response to situations incident to teaching. Sherman
hes touched upon the entrance of the emotions into situe-
tions resulting in a shifting or disrupting of the equilib-

rium.
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An emotion is 8 response involving three as-
pects: visceral activity, skeletal (overt)
behavior, and conscious activity, involving
feeling snd appreciation of the condition,
An emotion occurs primarily in & problem-~
solving situstion vhen physical and intel-
lectual adjustment fails. IV 15 in essence
2 bodily mctivity in response to a condition
which disrupts equilidbrium. (37: 1)

The results of such emotional disturbances in-
herent in the disruption of the equilibrium of the status
guo of an individual are productive of frustration, ac-
eording to a further statement from Shersan:

Frustration may be defined &s emotional disor-
genization which results from interference
with & systematized effort to sclve a problem.
Prustration does not occcur when an activity,

with whiech there has been interference, 1is of
no importence. (37: 88)

Interviews bring ocut
frugstration

The systematized efforts of teachérs to move
toward a more fruiltful way of solving their everyday
problems, if interfered with by Child Study or any other
in-service program, might well lead 10 frustretion and
emotional involvement., 1In such an instence, 1t 1is like-

ly that the interview might prove an extremely valuable
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instrument, Sherman implies that such 18 the case in
the statement, "The interview is, therefore, essentially
& way of discovering the reactions of an individual to
his past experiences rather than a means of ocbtaining
precise information.” (37: 205) The above statement
secems to give strength to the purposes for which l1Inter-

views were used 1n this study.

Threat to self-concept
through in-service work

That Child S5tudy, &8s 8 continuation of the learn-

ing process, may affect the individual through threat,
is likely. The role of perception in learning and its
generalization to in-service education cannct be neglected.
Snygg and Combs have discussed the individual's desling
with threatened perceptions, a discussion which may be
pertinent at this pcint:

The individuel faced with the necessity for

dealing with threstened perceptions has three

general methods by which he may attempt to re-

solve the threat he feels. These seem to be:

l. The phenomenal self may be reorganized to
inciude the new differentiation.

2. Perceptions at any level cof differentiation



mey be denied mcceptance into the organi-
zation ir one form or another.

%. Perceptions may be so0 selected or modi-
fied as to be consistent with the exist-
ing crganization. (39: 1kbk)

Further reference to threat in lesrning experi-

ences facing indlividuals is made by Carl Rogers:

Any experience which is inconcistent with the
organization or structure of self may be per-
ceived 88 & threat, and the more of these per-
ceptions there are, the more rigidly the selfl-
str?cture i8 organized to maintain itself. (34:
315 ‘

Two other statements by Rogers are here included

a8 being perhaps pertinent to this discussion of emcticns

and learning:

1. %hen the individual perceives and accepts
intc one consistent and integrated system
all his sensory and visceral experiences,
then he iz necessarily more understanding
of cothers, and ieg more accepting of octhers
as separate individuals. (3k: 520)

2. As the individual percejives and accepts
into his self structure more of his organ-
ic experiences, he finds that he 13 re-~
placing his present value system--based so
largely uypon introjections which have been
distortedly symbolized--with a continuing
organismic valuing process. {(3h: 522)
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Evidences of such a replacement of system by
process will be sought in succeeding chapters as an at-
tenpt 18 made to anmlyze records of teachers for evidence
0f mceceptance of children and for evidence of increased

understandings.

Technigues of
dealing with threat

Some technigues of dealing with threat have been
identified by Snygg and Combs &8 negativism, simple re-
gression, fantesy, projection, compensation, and ration-
elization, The interviews will be examined in later sec-
tions of this study for evidences of teachers' employment

of such techniques.

————

affecting mental health

Child Study as
e

If Child Study is concerrned with learning upon
the part of teachers, and if the findings of Prescott
and others substantiete the powverful role of ewmotions in
the educative process, then the resoclution ¢f undesirsble
attitudes could be expected, through the resultant frus-

tration and aggression, to have an effect upon the mental
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health of persocons so involved. Perhaps to some, Child
Study hae not proved a successful way of lesrning. IT
80, then some of the four fundamentals of learning, as
viewed by Dollard and Miller, could vell have been un-
succegsafully employed in the program being studied.

Dollard and Miller identify these fundamentsals:

These factors are: drive, response, cue, and
reinforcement. They are freguently referred
to with other roughly equivalent words--drive
as motivation, cue as stimulus, response as
act or thought, and reinforcement as rewsrd.
(g9: 26)

If, as inferred, some one or more of these factors have
been unskiilfully employed or have falled, through re-
Jjection on the part of the learner, the frustration and
aggressicn indicated earlier might weil result. Sherman,
in another work, hes considered this as affecting educsa-~

tion from the standpoint of mental hygilene:

From the mental hygiene standpoint, education
implies direction end redirection of asttitudes.
{Redirection of undesirable attitudes cannoct
be achieved by persuesion or coercion, nor can
it be achieved easily by reasoning and the
presentation of facts; when the besis for an
attitude i3 emotional in nature, reascnings
will not easily eliminate it.) Undesiradble at-
titudes csn be redirected only after the basic
conflict or emotional problem is solved. (38:
99)
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This statement is not meant to infer that "unde-

sirable” 1s &sn adjective necessarily reserved to teachers
rejecting a program of in-service work. The word is, for
the purpose of this study, more aptly "unfsvorable,”™ un-
favorable as applied to the feel nygs toward results of a
program and to participation in & progrsm. Feelings are
dir¢cected toward some objJect; 1in & Child Study program
they are freguently directed towsrd those who serve as
consultants to a program, Iindividuals supposedly possess-
ing &2 body of scientific informaticn as well as the
requisite skills to work successfully with groups o¢f

people seeking to further thelr understanding

Leadership Iin In-Service Education

The consultant
a8 leader

The concept of ccocnsultant as leader, with the dual
puryose of serving as resocurce person to & group asnd of
ajiding in releasing the ability resident within the group,
is not a new one. It is perhaps expressed as well by
Wiles as by any other educational writer: "Leadership
is eny contribution to the establishtment and attainment

of group purposes.” (43: 23)
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Wiles further describes four kinds of supervis-
ing, types which have a strong resemblance to Child Btudy
group leaders and consultants. He has named (1) the
auntceverat,;, to wihom supervision consists of directing;
(2} the "mailed first within the velvet glove," to whon
supervision consists of diplomatic manipulation; o

the laissez-faire perscn, to whom supervision has merit

in the democratic ideal only when 1t is so unstructured
as to be completely directionless and incorsistent; and

i

{L) the democratic leader who works not "on,” not “for,”
but "within" the group, and thereby releases the creative
power cof the group and of its individual menmbers., {(L3:
L-2h}

Group leaders, in Chiid Study programs, are people
who assume, for whatever resson and by whatever process,
leadership roles. It 1is tc the interest of the programn,
therefore, that they not be overicoked in any discussion
cf the fundamentals of the program and of the things which
make for 1its success or failure with the classrocom teach-
ers, many of whom are earnestly, seriously seexing better
ways of working with children through increased understand

+

ing of their development, physicaelly and ctherwise.
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Introduction of study
of group dynamics

Perkins (57) using recordinge of group meetings
added wmuch to our knowledge of the functicon of group lesad-
ers. His comparison of the concepits of democratic vs.
authoritarian leadership and the effects of each upon the
learning of the group members has pointed up the importance
of this leadership funetion to in-service programg. Much
work has 8l8c been done in recent years at the Bethel,
Maine, workshop of the Rational Training Laboratory. This
organization has furthered understanding of group dynamics,
and & better understanding on the part of teachers as to
the working of pecple in groups would perhaps greetly en-
hance the results of Child Study groups. If knowledge of
an operstion removes the fear of the unknown, %then knowl-~
edge of the frustrations attendant upon group dynamics
might aid in combatting the unfavorable attitude of many
teachers vwhose backgrounds predispose them to favor work-
ing singly rather than in & group, and thus to aveid the
unease which cen follow dissgreement and frank, open dis-
cussion. The skillful leader is one who can set the in-

dividual perscomnslities of the group at ease; who can sid
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the gxrocup in bresking sway Ifrom the majority-minority
conecept of arriving at decisions, substituting consensus
therefor; snd who can aid the group in the somewhat dell-
cate task of obJlective self-evaluation. Perhaps lack of
8killful leadership has resulted in unfavorable resctions

of individuals tc Child 8Study.

Group skills of maturity

Cunningham has mentioned, as one of his conclu-
sions, that teachers often do not have the necessary
skllls to conduct a program of in-service education
(61: 169). It is possible that much of this lack could
be traced to & want outlined by Cole sand Bruce in the
concept of the Mature FPerson as & kind of ideal goasl to
be reslized by all growing perscons. ¥From the immature
person whose daydreams have no eonnection with workaday
behavior, to the individual whose integrity, whose whole-~
ness of the self, lends a moral force and a remarkable
creativity is a long road indeed. The nearer, however,
he brings "what he thinks he cught to have"” toc approxi-
mate "that whiech he hes,” the nearer the Mature Person

is approached (7: 324). The responsibility of maturity,
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part of which might well concern itself with a willing-
ness to take on new ways of working, new competencies,
and new understandings, is not an easy mantle tc assume.
This responsibility seems to cause many teachers to find
it very difficult to teke on & program of Child Study,
especially wvhen one of the results seems to be a disrup-
tion of many of the well-learned lessons and routines
whieh meke for a comfortable life in the classroom, un-
troubled by ccncern over & child as & physical organisn,
a member of a family, s member of a peer-group, s member
of a culture and varicus subcultures, and a self that is
constently developing, adjusting, snd defending its own
concept.

It is easy to aveid pain and guilt which come
from our own inadequate actions and thus release the ten-
sion which drives us toward meturing. Cole and Eruce
l1ist seversal ways through wvhiech people seek to avoild ex-
penditure of effort and release and subordinate gullt-
producing tensions. Among these are: (1) conforming
and ratioconalizing, (2) the anesthesia of work, (3} blame
shifting, belittling, end cymnicism, (4) the solasce of sup-
porting company, (5) the anesthesia of excitement and

pleasure, (&) the fantasy of perfect love, and (7)) salvation
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through self-denial and flight. Some of these ways of
egcaping maturity are not, perhaps, socially acceptable
for teachers or are otherwise inapplicable; but one is seen
on every hand, the anesthesia of wvork, in which responsi-
bility and guilt are submerged under ever-increasing ac-
tivity. They continueg, hovever, listing certain positive
steps toward maturity in four stages: (1) the stage of
self-analysis, (2) making a plan of action, (3) life's ex~
perimental testing of the plan, and (k) reflective assess-~
ment snd reprojection of & better plan. (7: 672-693)
Perhaps parﬁ of the work of a.Child Study progrem iz to
ald somé teachers toward the goal of Mature Person through
8 realizstion of responsibility end its essumptions. Bvi-
dences surrcund this investigation tc the effect that
such aid may be needed. The gep betweer hoped-for out-~
comes and teachers' readiness needs to be closed. Communi-
cation of idéas, always aimed at two-way interchange, of-
ten breaks down between professional consultant personnel

and teacher participants.

Communication of idess

As an example of the difficulty of communication,

Earl C. Kelley (21: 14-15) has related an experiment
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which he has repeat:d several times in the Wayne Univer-
sity workshop in giving an opening talk to participants
in which he has attempted to give "feeling of security
and simultaneously explain briefly some of thé workshop
obJjectives and procedures.” The talk usually does not
last over twenty minutes. The following is illustrative

of Kelley's experience:

This speech does little good. It serves the
purpose of getting the semester underwvay, and
may give some members a feeling of confidence

in the staff. We think the speech has to be
given as a bridge to a different method of teach-
ing, end if we made noc attempt to explain what
we were going to do, many wvould believe that if
we had done so, then they would have known. As
a matter of fact, attentive as they are, they do
not really hear what we say because they do not
have the experience with which to hear it.

Sometimes we have tried the following experiment.
We have made the opening speech, doing ocur best

to explain the process through which the group is
about to pass. Then the group goes through the
senester's experience, with sll its frustrations
and false starts. At the closing sessiuvn we get
out the notes that were used in the opening session,
and give the same speech, word for word, as neerly
as it is possible to duplicate without reading
seript. Invariably several members of the group
will ask us why we d4id not tell them this in the
first place, and save them all the frustration
they have gone through. It 1s 8 neat demonstra-
ticn of the perceptive value of experience~-~of the
fact that a background of experience is essential
to perception. It also demonstrates the weakness
of perception per se as an educative device.
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The experience recounted by Kelley has been dupli-
cated for this investigator. We expect Child Study to

result in a certain amount of confusion and frustration.
It would seem, however, that difficulties in ccumnmunica-

tion might be a problem that would warrant attention.

Readiness for perception

Part of this study is based upon the Teelings of
people toward a program. Enough of the expressed feelings
are antagonistic to havé caused concern on the part of
those professicnally engaged in the program, and many ex-
planations can be offered for asntagonistic feelings. The
lack of readiness for perception, the threat to an indi-
vidual's gelf-concept, the feelings of frustretion at-
tendant upon & new learning process, gullt feelings inspired
by realigzation of prior ineffective or gownright harmful
human relations: all these and many moere reasons might
be offered for the refusal of many teachers to view Child
Study in a friendly manner. The fact persists, neverthe-
less, that the Teelings are present; and factual evidence
to the contrary notwithstanding, the teacher may not see

herself as fitting into & school program based upon proven
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faets of human development. There is an area here which»
needs more explanation; it is believed that there are
satisfactory sclutions. Teachers who dc a certsain type
and quality of work, it would appear, sre entitled to
the feeling of accomplishment that shoulid uccompahy that

work .,

Self-concept and Evaluation

Consistency of self

Prescott Lecky has brought into focus some thinking
concerning the consistency of the self snd the concept of
self which promotes thinking all aslong the lines of evalu-
ation. He finds it extremely doubtful that consistency
or even patterning of action ean be observed except where
the freedom of the subject is limited. A rat in a maze
will pattern his sctions within the confinement of the
maze; inferentially, behaviocr of human beings can be ex-
pected to be of the will-o'-the wisp variety, only one
stability being assured:

The fact is that, descriptively and mechanical-

ly, there 1s no stability in behavior, and

habits do not exist., There is stability in re-
spect to goals or results, but none in respect
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to movement . . . . It 18 our view that be-
havior is usually "in charscter,"” not because
the separate ascits are related to one another,
but becmuse &l1l1l the acts of an individual have
the goal of maintaining the same structure of
values. {22: 7-10)

Resistance to change

Concerning personality, and with refe:rence in
this investigation to its impact upon an evaluation, Lecky
makes a reference to the organization of vealues. In a
technique of free interviewing, such as was employed for
vart of this investigation, such a force might well deter-
mine an individuasl's response. Lecky develops his theory

88 follows:

All of an individusl's values are organized 1in-
t0 & single asystem the preservation of whose in-
tegrity 1is essential. The nucleus of the system,
sround which the rest of the system revolves, is
the individual's wvaluation of himself. The indi-
vidual sees the world from his own viewpoint,
with himself as the center. Any vaelue entering
the system which 18 inconsistent with the indi-
vidual's evaluation of himself cannot be assini-
lated; it meets with resistence and is likely,
unless &8 general reorganization oecurs, to be
rejected. This resistance is8 & natural phenome-
non; it is essentiel for the malntenance of in-
dividuality. (22: 82)

This viewving of behavior and personality frowm, as

it were, & bifocal standard might be kept in mind as
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evidences are brougnt out in succeeding chapters concern-

ing the responses of teachers to the Chlld Study progrem.

The "phenomensl self”
and the "envelope"”

Snygg end Combs use somewhat similaer terminclogy
in referring to the "phenomenal self,” (39: 1%) and Plént
advances the concept of the "envelope" as a protective de-
vice for the self. The phencomensl self 1s defined as “all
those parts of the phenomenal fileld which the individual
experiences as part or characteristic of himself,” with
the phenomenal field being "the entire universe, includ-
ing himself, as it is experienced by the individusl at the
instant of action.” (39: 58) Two other concepts, as ad-
vanced by these authors, seem to have a bearing on any
investigaetion of Child Study and its professed effect upon
an individual teacher. These are (1) "the basic human
need"{as): the preservation and enhancement of the "phe-

*

nomenal self,” and "when threats do occur from his so-
ciety, he {the person with an adequate "phenomenasl self")
is capable of accepting them and modifying himself ac-
cordingly."” This will be true, however, only as long 8s

the organism (1) is8 free to make any and all differentistions
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and (2) has & "phenomensl self” adequate to accept them.
{%9: 139) 1In the absence of an adequate "phencmenal
self,"” however, there is a necessity to strike ocut in
defense at anythling or any series of svents which might
be interpreted as a threat tc the self.

Jamesgs C., Plant, director of the Essex County
Juvenile Clinic, Newark, K. J., from 1923 to 1947, in his
discussion of some twenty-one problems facing children,
has conceived the symbecl of an envelope to come between

the child and Tactors within his environment:

Between the need [of the child] mand the sweel
of social pressures lies a8 membrane--a sort of
pasyceho-~somatic envelope of transcending im-
portance. One should never think of this as a
tangible, material structure. It is rather a
property of that part of the personality which
is in touch with the environment. ., . . Hore-
over, 1t seems to grow in efficiency and compli-~
cation s8 the individusl grows from childhood--
and this at least parallels the growing use of
cortiecal structures . . . . Normally the per-
sonrality has the ability to shut out large sec-
tors of 1its envirconment and to translate those
parte that 1t takes in inte usable or under-
standable material . . . . [often] each listener
is possessed of a selective, osmotic membrane
that allows him to hear only whst he can afford
te hear. (32: 2-3)

There would seem to be, in terms of the thinking

of Plant, the possibility of & conditioning influence
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which might well predetermine the reaction of certain
teaschers to any form of in-service education which could
be seen as affecting the status of the teacher o©r any

feeling which she might have as t¢ her efficiency.

Difficulty of Judging attitudes

Teachers' attitudes toward Child Study, like any
attitudes, are difficult to Jjudge, whatever the medium
employed for testing. Interviews, check lists, behavior
rating scales, ¢r indirect cbjective measurements--as in
analyels of anecdotal records--or cobservation of class-
room procedures, all operate under a definite limitation.
Garrison quotes Thurstone'’s definition of an attitude ss
"the sum total of man's inclinaticns and feelings. preju-
dice or blas, preconceived notions, 1ldeas, fears, threats,
and convictions about any specific topic.” (1lk: 45) fThese
concomitants of attitudes and feelings are often quite
deeply buriled., The unearthing of s set toward or against
any conceivable cobject presents many difficulties. As
Hoover saild:

One of the major difficulties in measuring at-

titudes lies in the fact that an epparent atti-
tude might not be identical with & real attitude.
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An individual might chooss for any naumber of
reasonsg to conceal his resl attitude. (50:
215-216)

Teachers awvareness of
inadeguate treining

That teachers are avare ¢0f gapeg in their training
and are seeking ways to increase conmpetencles was indi-
cated in the COregon Survey as reported by Hugh B, Wood.
Oregon teachers, from copinions and estimetes expressed
in the survey, (1)} recognize the need for continuous in-
service education based on felt lack of competency in
teaching fields, (2) want help, (3) are trying to increase
their competencies, (4) have not found many sctivities
presently in use as helpful as might have been desired,
and (5) have indiceted e need for more effective leader-
ship in in-service education. {(%9: 243-247)

Fart of the lack of competency can perhaps be
traced to cur institutions devoted to teacher education.
Without an understanding of human development, the teach-
er enters work with subject-metter knowledge snd little
glse, Knowledge of children cen best be obtained through
gstudy of children. Too little opportunity is given in

the education of future teachers for the acquisition of
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such knowledge, and the pressure of everyday classroom
sctivity and the reversion to "teaching as we were
taught” often results in the stifling of any incentive
to know more about children. Fortunately, teachers col-
leges and colleges of education are beginning to alleviate
this situation to a degree; and there is some indicaticn
that beginning teachers are now entering the field with
& favorable mind-set toward increasing knowledge and un-

derstanding.

Teacher's Role ss Indicating Need
for In-Service Programs

The teacher
ag leader

E. T. McSwailn views the teacher in three umsin
roles a&s he strives to offer leadership to pupils. First,

the teacher must be an educational psychologist tc inter-

pret the needs and progress of the e¢hild. Second, he must

be a sociai engineer, snticipating changes 1in society and

preparing experiences for puplls which will f£it them bet-
ter t0 cope with such & changing society. Third, the

teacher must serve 8s an interpreter to parents. McSwain

pointas cut that



Parents see only ihe school that they creste
in their psycholegical benavior, Unless they
understand child development, the meaning of
creative learning, the psychology of the so-
called tools of learning, and the reasons sup-
porting newer instructional methods, they may
find it easier to express criticism than to
give cooperative support to the lesdership of
teachers. Parents should be encouraged to
visit the classroom tc observe teacher and
pupils at work. G@Grouyp meetings should be pro-
vided that enable parents to create a better
understanding ¢f the purpocses and enabling ac-
tivities of the school. In the degree thet
teachers and parents create similar goels for
children, unity in educationel leadership will
emerge. (55: S5k3-54k4)

Parents who do not understand child development
and the cther concomitants of a newer educstional philoso-
rhy are expected to be more prone to criticiem. How much
more might teachers react to educational philoescphies
which nay give rise to implications that their own methods,
techniques, and philoscophles are cutmoded. A natural re-

saction to the unknown is that of distrust, fear, and an-

tagonismn.

Increased understanding and skill
in interpreting behavior

As related by Hohl, and quoted earlier, teachers
begin to show skills in understanding and interpreting be-

havior through time. Perkins, working with six groups of
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teachers participating for a three-year pericd in & volun-
tary program of child study, found that certain skills
end insights were revealed by these teachers in synthesizing
gcientific concepts and in analyzing bvehavicor. Similarly,
he found that learning took place in all six groups, "for
each group expressed proportionately more concepis during
the second half of the lesrning period thean it hed during
the first half."” There were also, sccording to Perkins,
changes in the teacher's attitudes toward children. These
changes were manifest in (1) the degree of objective de-
techment or emotional attachment in feeling toward the
child, and (2) the degree of warmth and acceptance &s con-
trasted with the degree of coldness, formality, and incon-
sistency 1In the attitude toward & c¢hild. Perkins salso
found & third result from Child Study: teaders grew more
proficient in the giving of facts snd scientific principles
in support of statements made., It was Perkins' concliusiocon
that "teacher groups studying children do grow in their
use of facts and scientific principles to support state-

ments about children.” (57: 549-555)
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Cbhjectives as Determinants of Progress
in Child Study

An example of
utilization
of objectives

Definite objectives operate to determine the suec-
cess-of Child Study programs, Jjust as in every other en-
deavor. Corpus Christi, Texas, schools began Child Study
with a workshop for the administrestive staffl, guidance
staff, and one teacher from each school in 1Ghlk, The ob-
Jectives for the workshop were cutlined by Dr. Daniel A.

Presqott as follows:

1. To give the leaders in the school system an
overview of the basic scientific principles
that explaln how children develop and why
they behave as they do.

1

2. To demonstrate to school leaders that =
great deal of information about an individ-
ual child is necessary in corder to understand
that chilid.

3. To demonstrate how this needed information
about children can be secured, how it can be
organized, and how it can be interpreted by
classroom teachers, counselors, and school
principals, and what use it is to them in
helping children.

h, To plan & prectical program of work for the
coming year i1f the participants wished.



5. To plan for the development of a "leadershiyp
group" that would guide the work of the child
study program during the year if such a pro-
gram were adopted. (30: 555-558)

Following the workshop, and snticipating & long-
terrm program of Child Study, oblectives for the work to
follow were set up: (1) to increase the classroom ef-
fectiveness of teachers; (2) to incresse the guldance
role of teachers; (3) to develop graduslly a more help-
ful body of records about children; (%) to consider the

implications of the child study program for curriculum

revision.

PDifficulties in evsluating

Continuous attempts have been made to evaluate
this program in the years that have fecllowed. Hufsted-
ler {51) stated that no satisfactory methods had been
found at the time ¢of her report In 1951.

Whitehead snd Pockrus (51), in 1947 and 1949,
used questionneires to elicit subjective evaluations to
the effect that the program has been extremely success-
ful in incressing understanding of children, increasing

guidance by all teaching personnel, and lessening discipline
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problems in the schools. Fech of the two studies of the
program in Corpus Christi were made largely upon people
vho had completed three years of Child Study. Pockrus,
in 1949, found that 86 per cent of those answering & ques-
tiunnaifa had participeted In three years of the program
or were active in it in 1949; of those responding, B4 per
cent indicated that the program had been of value to them
and worth the time involved,

These evaluations, llke most others of the Child
Study progrsm, were largely subjective, and there 18 need
of objective and subjective material used in correlstive
anelysis to support teachers' responses. It is for the
purpose of meeting that need that this investligation has
been undertaken., To combine the responses ¢f teachers,
tinged as they might be with feelings and swayed perhaps
by unesasiness engendered from & nev program, with evi-
dences of change on the part of these same teachers 1in the
areas of understanding and of classroom procedures based upon
that increased understanding: this has seemed to present
a logicel way to bring feeling asnd thinking closer together
end exsmine one Iin light of the other. To balance what
teachers say is heppening sgainst conerete evidence as to

what has actuelly happened may be a difficult task, but it
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would appear to be one way of evaluating that would of-
fer an opportunity to assess the abllity and willingness
of teachers to recognize change, and it is possible that
certain implications for inception and conduct of Child
Study programs maey be noted. One factor in the success
of any in-service education grogram Las been suggested
to be the fears of teachers. Some of those fears have
doubtless expressed themselves, among other wvays, in the

evaluation of in-service education by teachers.

Trends towvard
increesed understsnding
of human development

Evidences of an awskening to reality on the part
of teecher education bodies can be found from many sources.
Cne such was an article by Lindsey, in which she pointed
out that public school people made these comments regard -

ing what was wanted in the preservice education of teach-

ers:

1. We want teachers who understand how children
learn and are eble to apply that understanding
in crganizing and selecting instructional ma-
terisl and preocedures,

2. We want teachers who really believe that the
school curriculum must be based on the needs
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of children., These needs &are not found with-
in isclated subjects but in living experi-
ences of boys and girls.

We want teachers who know how %o study chil-
dren as individusals and in groups and who
will secure and use all information avail-
able on children in their guildance of them.
(sh: LOL) '

Trends in preservice education

To meet thegse wants, Lindscy hes pointed out that
there are distinct evidences that teacher education bodies
are becoming avare of the contradictory nature of what
they preach and what they prectice. She has listed re-
visions 1in practice temching, in conduct of college classes,
and in integration of courses. Concerning the latter,
there are three apparent msjor trends, according to Lind-
sey, in the attempt to integrate the professional curricu-
lum in preservice education of teachers:

1. Arranging separste courses in useful sequence:
general psychology, child growth and development, sado-
lescent psychology, educational psychology.

2. Integration of courses Iin human growth and de-
velopment: general psychology, human growth and develop-

ment, educational psychology.
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%. A gsingle integrated course: The human being

--how he develops and learns. (54:407)

Teacher-education trends

As teacher educaticn institutions begin procesgses
of integration, certainly of more realistic preparation
of people to guilde learning experiences of children and
youth, it would seem reasonable to expect more effective
in-service education progreams. It would also seem resschn-
able to expect teachers to anticipste in-service educstion
a8 a meeans of increasing skill and understanding. Along
with incressed understanding of other human beings, how
they develop and learn, would come that gradual self-

understanding so greatly needed.

Self -understanding
and maturity

As Ruth Cunningham states 1t:

& mark of the mature person is that he knows
and understands himsgelf. He has learned to
live happilly with himself, recognizing his
shortcomings, but liking himself in spite of
them; reallzing his strengths and respecting
them . . . . There i1s much at stake, but little
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research to guide us. If we are to learn how
to help children, teachers need tc study and
discover what experiences develop for children
the self-understending wve want for them., It
is possible that a fruitful approach to self-
understanding is in helping children understand
others. (48: 103%)

Summary

In any discussion of reasons for behavior, the
multiplicity and tentativeness ¢f hypotheses must be kept
firmly in mind. The present concern throughout education-
al wvritings and philoscphizing with the importance of the
acquisitiqp of human development concepts hes perhaps re-
sulted in & partial prejudice concerning Child Study. Ve
have asttempted to explore the literature as & means cof
setting up & tentative hypothesis to the effect that ver-
bal, unstructured responses to attempts at ascertaining
the value of the program may be influenced by such pre-
formed Jjudgments, favorable or unfavorable. Purther in-
vestigation, beyond the sccpe of this study, may well be
indicated. Consideration of obJjective evidence in the
form of the teachers' anecdotsl records may serve to
throw some light onm this tentative hypothesis.

The literature in the field of self has prompted

a desire to see more investigation, in the human development
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concept, of the poessibility of threats to self through
engegement in an in-service education program. Lack of
neturity on the part of psrticipating teachers ccould re-
sult, it would seem, Iin unfavorable feelings towsard a pro-
gram Indliceting, even if only through implication, need
for drastic revision of methods sand realignment of philo-
sophical bases.

That progress occurs and benefits acecrue to par-
ticipating teechers cculd scarcely be gainsaid in light
of investigations quoted. It can be said that (1) cer-
tain people state that they derive benefits from Child
Study, and (2) others state the opposite, with varying
degrees of emphasis. In our sttempt to investigate the
literature in the field, litereture which has resulted
from examinations of Child Study, its results, and its
participants, we have drawn heavily upon material dealing
with the self and its attitudes and values as possible
determinants in the outecome of any asttempt at evalustion
and analygis. Clues to responses given, indicative of
feelings, circumstances under which teaclers find them-
selves having engaged in arp in-service program and the
resultant feelings from both the progrem and the forces

impelling their participation; resistance to change and
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ites csuses; the extent to which needs have been met, and
the effect of failure and/or success upon expressed feel-
ings of satisfaction or dissatisfaction with Child EStudy;
and the measured results in teachers' ways of working ss
disclosed through records kept~--all these have been kept
in mind &8s the literature was surveyed. Much more was
discarded than 1is included here &s seeming toc have bear-
ing upon the further testing of working hypotheses ad-
vanced in Chapter I.

Child SBtudy, the program with its purposes and
principles, its basic essumptions and its way of working,
and its possible extension-~these will be presented in

Chapter III.



CHAPTER I I1I

THE CHILD STUDY PROGRAM

Introduction

The preceding chapters have presented this study
as an attempt at analyzing an evalustion of Child Study
as a way of promoting professional improvement of teach-
ers., As in-service education, it has been viewed as a
continuation of learning experiences for teschers. The
impaect of such & program upon participants has been im-
plied, and the resultant frustrations and resistances to
change hsave been recognized &8s existing in possibiliity if
not in actuality. To this point, there has been only
brief mention made 6! the actual program itsell and its
way of operating. It seeﬁs necegsary that an exanmination
of Child Study be made to identify fully the program which
is the basis of the investigation, a progream which is de-
signed to promcte more understanding and more effective

teaching.

Purposges and Principles of Child Study

Heed for better ways of working

Any concerted effort in any field of endeavor has

chances of success increased when it is based upon sound,

7>
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scientifice principles. Much present-day criticism 41-
rected against public education in general seems to be
thcroughly deserved. Children have been "educated” in
the fundanmental skilis; teachers have spent years 1in
learning new and intriguing technigues. Too ocften, how-
evaer, basic facts have been ignored; and teachers have
lest gight of their task of aiding the total development
of the child. Jutmoded standards and values have guided
aducational processes in many i{nstances; in other cases,
educators have sought for anything new and different
with little regard for the scundness of the new philoso-
phy. In toc many cases 1t is spparent that not enough
thought has gone into the moulding of educational methodology.
Teachers have often diligently persisted in tesching
a8 they were taught snd in regarding the child in school
a3 a8 disembodied intellect, disregarding physicsl, affec-
icnal, cultural, emotlional, eand psychceological processes
intervoven into the self - -structure thaet 1is being developed
Before their eyes. Too often, the child has been regarded
es an antagonist to be overcowe; the thought that the child
hae an interest in his own development has been too long
unexplicred or ignored. It has been sailid that teaching is

a sheltered cccupstion, out of touceh with reality.
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The guestion has often been asked, Is there a
way to bring teaching nearer reality: Is there something
which can make learning molTe purposeful and put teaching
and the role of the teacher into procper perspective? The
approach to be Investigated here is that of the Child
Study program of the Institute for Child Study of the
University of Marylend as carried out by the Division of
Extension of The University of Texas. An exsuminastion of
its purposes, guiding principles, and methods of opera-
tion seems to be essential to an evaluation of 1its pro-
grem; and such an examination is the purpoese of this sec-

tion of the study.

Education as developmental
rather than direct training

Two grounding statements have been gelected to
initiste this discussion of the guiding principles of
the Institute: (1) The amount of time, money, and ef-
fort nov expended Tor educetion in the average American
community would suffice for wholesome development for
211 children if education wvere regarded as developmental
instead of direct training, and 1if current scientific

knowledge were applied in the educative process; and
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(2) Tradition, inertiea, &and prejudice are the only serious
barriers to tremendous improvement of education. (30: L57-
458) These statements result from a listing of ten de-
terrents to learning end sdjustment as seen by the staff

of the Commission on Teascher Education:

1, Children are often expected or required to
learn things that are inappropriate to theilr
ebilities, developmental level, adjustment
problems, or motivation.

2. Children are often expected or even required
to behave in ways that are insppropriate to
the individual's level of development, adjust-
ment problems, family background, physicsal
condition, or life situations out of school.

3. Relationships that imply the full ascceptance
of and respect for each child as & perscn are
not always developed and maintained by the
teacher., Particular children are often dis-
liked or neglected.

4., Relationships among children that imply ac-
ceptance of each cther and belonging in the
group are not elways stimulated and Tostered
by the teacher, Individual children may for
years remain isolsted or reljected by their
peers.

5. Praise and blame, reward and punishment, en-
couragement and repression are usually meted
out to children alnmost exclusively in terms
of the significance of a child's behavior for
school policies, the teacher's purposes for
the class, or the tescher's personel code of
conduct or pet aversions. Children's actions
are not always eppreised in light of the fac-
ters~-including personsl purposes--that caused
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them, nor are remedial measures often planned
in view of these factors.

The behavior of children is often controlled
by means that humiliaste them before their
classmates, demean them in their own eyes,
repress potentielly valuable curiosity, or
induce a sense of being misunderstood or un-
fairly treated.

Developmental tasks and adjustment problems
with which c¢children are struggling frequently
g0 unrecognized, and help that could be given
18 not supplied.

The development of necessary skills and factusl
learning is often made 4ifficult, or even pre-
vented, by fallure to take intc consideration
such fectors as a c¢hild's physical msake -up,
maturity level, grovwth rate, family situation,
cultural background, status with classmates,
lack of self-confidence, lack of security or
trust in edults, limited experience, and con-
sequent lack of prerequisite knowledge, skill,
or interest.

Children with chronic infection or correctable
physical handicaps are often not referred to
clinics or physiciens, and those referred are
not elways followed up until remedisl trest-
ment is accomplished; children with limited
mental abilities often are not examined and
given opportunity to learn at thelr own levels;
children with severe emotional maeladjustments
or perysonality problems are not always re-
ferred to clinics for diegnosis or assisted in
their adjustment by competent workers; de-
linquent children are often stigmatized and
excluded wvithout sdequate dilasgnostlic study or
effort at sdjustment; neglected children are
often unrecognized as such, are not brought to
the attention of appropriate social agencies,
and are not given needed foucd, clothing, affec-
tion, status, and roliles through the school.
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10. ¢Children who are successful in confcorming to
the learning end behavioral demands of the
schoocl usuelly are not studied carefully.
Many of them leave school with important un-~
discovered or underdeveloped abilities, with
various mistaken or warped sttitudes, with
selfish asocisl goals and asplirations, with
uncorrected habite of domineting or exploit-
ing others, or with undetected persconality
cleavages. Many of these children will be-
come unsuccessful or melasdjusted later,
others will sctively retard the emelioration
of current socisl problems, while s8till
others represent a needless waste of important
social resources. {(30: LSh-457)

This lengthy discussiocn of ways in which schools
fall to secure optimum development in some children and
actually hinder others is not conclusive in itself. It
does, however, form s basis for & recognition ¢f the need
for some organized program of in-service educstion for

teschers beused upon inereased understanding of the chil-

dren with whom teachers work.

Child Study focuses upon pecple

Carson McGuire, Prcfessor of Educational FPsy-
chology at The University of Texas, has referred to the
Child 3tudy progran as focussing upon people in corder to
give meaning to the theory and prectices of educationsl

work. He sees the writing of amecdotes, the working



79
together in groups, and the testing out of idess derived
from professionel readings as means to an end, the end
being sensitization to people and tu sll the environ-
mental snd psychological processes entering into their
development., He seeg, in sddition to the acquisition of
sensitivity end understanding of persons, including one-~
self, the improvement of instruction through changing
curricula, shifting intentions, testing procedures, and
allowing for variability in evealuation. (67: 12)

Teachers and other professional people can

iearn from and with one another as well as from
authorities if (1) they record data cbjectively,
(2) discuss 1t systematically, asnd (3) read some
material upon their study and relate both to
their work. (67: 20)

To the end that teachers gsin an understanding of
pupils and of themselves, the Child Study program has
operated by utilizing the children themselves as objects
of sympathetic study, rather than books about children. As
Dr. Ctto Nielsen of Texas Chrigtian University has often
said, “"They are fishing with live bait.” To attain pro-
ficiency in the areas cof understanding about which so much
has been said, with sc much remaining unsaid, there must
be some sort of underlying structure of beliefs, knowledge,

and Taiths.
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Value of the individuasl

P e

A first-year group in a workshop in Child Study
held at The University of Texas in 1951, acknowledging

as follows:

We are grateful to Dr. Daniel A. Prescott of
the University of Meryland and his staff, and
to Dr., Jameg Knight of The University of Texas
for much of the thinking included in this
paper. We realige that et points we have de-
viated from thelr thinking . . .

has presented the following foreword as a guide to their

thinking during the workshop:

This We Believe

Bvery human being is valuable. No physicel
condition, no way of life, no mode of behavior
should take from a person his sense of person-
al worth; lacking this sense of personal worth
he cennot see himself as &8 veluable individual
who shares in the rights and privileges of
mankind.

This We Know

1. All behevior is caused. It gives indica-
tion of human needs.

2. Behavior has multiple, complex, and inter-
related causes, (Among these causes we in-
clude experiences, attitudes, values,
choices, motivations, etc.)
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%. Every child is different in some respects
from his fellows, but every child is alsc
like his fellows in many ways,.

L. fThe experiences & child has had and the
way he fTeels about those experiences are
important factors in understending his be-
havior.

5. Each child faces a series of learning
that he must make if he takes more essily
the next steps in growing up.

6. TEech person will have some adjustment prob-
lems.

T. Learning includes thinking, feeling, and
doling.

8. All cultural behavior 1s learned. Or to
express the same ides another way, all human
behavior {(the behavior that distinguishes
people from animals) is learned. (If it is
learned, we believe that i1t can bde changed,
and herein lies much of the usefulness of
the school in helping young pecple gain the
cultural heritage and improve upon it.)

g, Behavior is caused, but it alsc has standards
within a eulture or a subculture,

Some bagic "articles of faith”

These statemenis from a group of pecple unfamillar
with the basic concepts of Child Study at the inceptlion of
their workshop experience show & close resemblance to a
series of statements concerning "Child Development and

Educetion" made by Dr. James Hywmes, Jr., Professor of
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Education at George Peabody College for Teachers, and
incorporated into a workshop for Corpus Christi, Texas,
schools, August, 1950. Dr., Hymes' statements may be

paraphrased as follows:

FPour Bagic Articles of Failth

I. People sre made--are always in process of
being made --what they are by certein forces:

A. Experiences (environment). Powerful ef-
fects of feer, scarcity, illhealth, fail-~
ure are to make children less able; the
converse is also true. Anthropology
demonstrates how the pattern of a culture
makes the behavior pattern of whole groups.

B. Eeredity. This factor is also important
in wmaking people, but only as 1t sets
limits of posaible patterns of behavior;
within the same {roughly) hereditary limits,
different individuals are made to become
different.

C. Importance of Education and Child Develop-
ment. Teaching is meking the people who
will build our world; end we do not yet
know how effectively the Jjob can be done.

II. Children are on ocur side in thise process.

A, The strong urge to grow and learn 4is uni-
versally human.

B, Children want to practice, tc learn to 4o
the things which mean growing up.

IXIXI. There are reasons for what peocple do.

IV. There 1is resal capacity in teachers to find
cauges and to do something effective about
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them. We may not reach any final oOor com-
pletely adjustive snswer for each child,
but we learn to start children out and move
them along toward the things they need,
even though sometimes we may have to carry
on beyond ocur presenti capacities. Teachers
are the first line of defense; they can
learn to use the school curriculum to help
do those things with children which will
make for thelir best development.

Some Basic Assumptions for Child Study

Gaining an inecreased
understanding of people

The program of the Imnstitute for Child OStudy is
based upon gaining an increassed understanding of pecple.
The use of the scientific methocd in the study and snely-
sis of behavior, plus the acquisition of scientific in-
formation about the development of human beings, is carried
into an Iincressed awvareness of the implications of human
development for education. There are certsain basic as-
gsumptions, or "articles of faith,"” upon which the Institute
has erected the fouhdations of its progranm,

1. Behavior is caused. This is a simple way of

sBying that there are many reasons for the responses of
people elicited by situations in which they find them-

selves. The beginner in Child Study is apt to assume
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that the causes present the only problem. Increasingly,
he becomes awvare of the difficulty im overcoming a re-
luctance to see what is actually hap;eﬁing, much less to
record it cbjlectively. After exposure o the Child Study
program for a brief period of time, the beginner learns
to expect two kinds of behavior, the overt and observable
reaction, and the covert, hidden response which can only
be interpreted throngh study over a period of time.

Study through a period of time leads to the ob-
servation of recurring patterns of behavior; the alert
recorder o0f behavior will then begin to question the
reasons for this patterning and will begin to meke hypothe-
ses as toc the causes. Often these hypotheses will be com-
pletely unscientific, based upon the observer's own preju-
dices, aime, and ideas, with his own value-attitudes in-
truding upon the interpretation sccorded tc the behavior
observed. Eventually, the person engaged in Child Study
may be expected to recognize the fact that the csuses of
behavior are not easy to ascertain, and an earlier readi-
ness to ascribe every socially unascceptable act to "lazi-
ness” or "meanness” or "desire for attention” will give

way to a8 realization thst, difficult as it is to observe
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and record objectively, it is incomparsbly mcore 4iffi-
cult to ascertain the causes. This leads to a second
basic assumption.

2. The csuses of behavior are rarely simple;

usually they are complex, multiple, and interrelated.

The physical structure of the individusl, with its com-
plex of patterns of energy use, its variance in energy
available, and its many other influences upon the indil-
vidual is only one of the many causative factors in the
behavior which is observed. The affectionel and emotion-
g8) climate in which the individual has developed from in-
fancy, the culture into which he grew, the ways in which
he has learned to meet the demands of his sge-mates from
infancy, the devices by which he has been permitted to
defend or support himselfl or attack that which threatens
his security as an individual, the way in which he sees
himself as a person, the way he locks 2t his work and

the role to which he assigns himself and to which he is
assligned by his contemporaries--all these and many more
factors are concerned when one beging to discuss the
causes of behavior. Complex as these causes may de and

interrelated as they are, there is evidence toc be presented
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that the program does result in an incresased sensitivity
to the remssons why people act &8s they do.

As one begins to¢ grow in understanding of the

a3

"why,"” there are evidences that help can be and has been
rendered people in determining things to do and ways of
dcing that will aid in the attainment of goals Accept -
able behavior is such an important thing in the value
systens of most people, perhaps especislily s¢o for tesachers,
that & third “article of faith," based upon acceptance,

hag often been assumed.

3. The behavior of any individual must be ac-

cepted (this is not to say "condoned” or "approved”) in

1ight of the complexity of its causes. To phrase it an-

other way, an individuel does nct necesgarily have to be
rejected because of his behavior. This seewms to be of
particular importence es it apylies to teacher-pupil re-
lationahips. If the educative process is concerned with
the eslteration of behavior patterns, then it beccmes in-
creasingly important that the individual bLe nmccepted as
the product-in-making and the result of & complex of
causes. In spite of behavior unacceptable tc teachers

as vell as to other adults, every effurt must be made toward
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putting scilentifically validated knowledge to use in the
altering of bvehavior. Lest the phrase, eltering cof be-~
havior, be misunderstood, 1t should be noted here that
the Institute does not encourage its interpreteation to
mean sanctioning the creation of miniatures of any adult;
rether, 1t is teken toc imply the allowing of pecple to
develop, as the necessity 1s seen, in ways of wvorking
which will not increase pressures but which will come from
incressed understanding of expectancies from society and
increased motivation from within to learn more acceptable
ways of doing things. Above all, the Institute would in-
gist that stereotypy should be avoided.

h

- Each individual is unigue. No two people, by

virtue of their individuality, ever have exactly the same
experiences; and, even if that were possible, there sare
enough individusl differences to cause each to interpret
identical experiences differently. Ko two children ever
grow up in the same family--and no two individusls can
ever be--exactly alike. This principle of individusl
differences forms the basis for much apparent confusion
in our educational system. Tesachers recognize the prin-

ciple of individual differences in theory, but not in
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actusl practice; too ofter there 1s the attemp: to "teach”
an entire class exactly the same material 1in exsctly the
same manner snd at exsctly the Ssme time. Parents, like
wise, need more gensitivity tc the uniqueness of the in-
dividual. Implication: for education growing out of this
one concept are many and exiremely important., To halp
the unique individusl, 1%t 1s necessary to recognlze the
importance of uhﬂerstanding and treating the c¢child as an
individual, with his own wants and abilities. As teachers
begin to deal with and accept the concept of individualilty,
their realization of the value of the cocncept begins *o
become spparent in the records.

5. Every humen being is valuable. Without this

concept, it would seem that the democratic way of life
falls apart at the very heart of its being. The velue of
the individual cannot be defermined from evalustive ap-
praisals of his behavior. The behavior of & child is
neither good nor baé until it is sppreised in terms of an
adult standerd. Similerly, the behaviocr of adults is
Judged as to degree of sociml acceptability 1in light of
the mores ©of the culturel milieu. The value of the indi-~
vidual resides in his human possibilities, not in his

value ~judged accomplishments. As the multi-millionasire
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might regard a college professor uas worthless (certainly
80 if the only criterion is the amouﬁt of amasged wealth
pessessad ), so might the college professor regard one un-
trained in his particular discipliine. The emoticnal re-
Jection of & child becsuse of his background of family cr
experiences can but result frowm sn uninformed Judzment
and can but resgult in the necessity for emotionsal adjust-~
ments on the part of the individual so relected.

Education has begun to draw its implications; and
work being dorne by Allison Davis and cthers in the attempt
to develop “culture-fair” intelligence testing, as well as
work beirg done by social anthropologists in many other
areas ie¢ being noted with increasing 1ntensity by educators
at every level. To develoup the requisite understandings,
persons engaged irn teaching are turnlng nore and more to
thestientifié attitude and method.

6. The scientific attitude and method {truth is

relative to the checkable information and insights now

avallable, is_ the most effective way to work toward un-

derstanding people. People can learn to build this at-

titude and way of seeking truth into themselves; they can

learn to make Jjudgments and interpretetionsg tentative,
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subject to continual recheck and revision on the basis
cf all that can be found out, rememberirg that humans
can only sense and understand "truth” through humsn pro-
cesses which are easily twisted by certain humaen "tricks
of the mind."” The Institute 18 constantly aware of the
necessity for inereased use of the scientific method; it
maintains, also, that increased use will come only from
greater scceptance and internalization of the scientific
attitude on the part of all who work with human beings
in any capacity whetsoever., The willingness to postpone
Judgment, to work at an intellectusl rather than a feel-
ing level, is an eattitude which is foremost in the ob-
Jectives of the Institute. It encompasses all of the
foregoing basic assumptions; indeed, it might be said
that the value -judgments impliied by acceptsnce of the
principles that (&) behavior is csused; (b) the causes
ere multiple, complex, and interrelated; (c) the individ-
ual's behavior must be sccepted a8 the result of causal
factors; (d) each individual is unique; and (e) every
human being i{is valuable--all these seem to come to frul-
tion in the secceptance of the scientific attitude a&nd

method.
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Employment of facts
rather than guesswork

The gscientific methed of Child Study has sided
in the elimination of much of the guesswork about be-
havior, its causes, and its possible modifications, with
implications for education. Beginning with the problem
of determining why people, especially children, react as
they do, Child Study has led to 8 definite procedure of
observation, recording, and anpalysis and interpretation
of behavior. Teachers have said, "Give us facts concern-
ing humen development.” The facts for which they clamor
are found in scientific information gathered and detalled
by competent research workers and in their own observation
of ehildren in clsssrooms, on playgrounds, Iin homes. and
in communities. Actually, the recorded scientific materi-
al origimallg came from observation also. True, the cb-~
servers were "trained,” for whatever that term might be
worth; but the children choser for observation were more
often than not from highly selected groups and were not
representative of actual situations that might confront
a teacher in her everyday work with boys and girls.

Teachers have needed to develop the abllity to study
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children at the source, snd the Child Study program has
furnished one of the best means of utilization of teach-

erg' resources yet discovered.

Implementation of the Progran

Gathering information
about & child

In the effort to ascertain the “"why"” of behavior,
the teacher proceeds to the gathering of information.
Utilizing school records, experiences of fellow teachers,
visits tc the home of e child, visits designed to acquaint
the cbserver with the child's life space, analysis of
examples of the child's creative work, and direct cobserva-
tion, the teacher begins a study of a child chosen because
of interest in the particular child. (Ordinarily, teachers
are not encouraged to select for study any ch!ld who could
be regarded as being a deviate.) She collects and notes
objectively specific anecdotes concerning the child in
as wlde a variety of situations ss possible; information
gleaned from many sources and in many situatiocns, in the
home, on the playground, on Tield trips, at church, at

social gatherings, and the like, enrich the classrcom
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observaticone and furnish an opportunity to see the c¢hild
in action in many fecets of his environmental surrcund-
ings. Heretofore, the teacher saw the child in the class-
room, under a set of conditions fitting the school, and
without recording the observable behaviors resultant
therefrom. Any Judgment or interpretation was affected
by the tendency to forget or to alter certain items, un-
consciocusly perhaps, in order tc "prove a poimnt."”

Actuslly, the teacher finds that there are six
sources of information readily avelilable and lending them-
selves to the study of the child. It is possible to get
information from school records; from other teachers; from
home visits; from visits to the area in which the child
hag his being--his "life space”; from samples of creative
work such as stories, palintings, and so on; and from di-
rect observation of the child's behavior, hils response to
situations in which he finds himself. The scope of the
record is increased with valuable results when the ob-
server tries to see the child in many other situations other
than those of the workaday clagercom. ObJjectivity in re-
cording the behavicral snecdotes is stressed, and the

teacher is encouraged to describe behaviocr rather than to
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interpret it in the anecdote. Every effort is made to
see each anecdote as a complete story. The teacher is
encouraged to include time and place, the events immedilate-
1y preceding whatever is being related, the incident it-
self with special reference tco other children and the
teacher a8 they f1it into the pattern, &nd any subsequent
incidents which follow the anecdote being related,

The recorded information, selected and put into
snecdotes as scientifically as possible, is actually B
random sampling of date collected, with analysis and in-
terpretation as the end in view, looking toward recomnmenda-
tions for the education of the child being studied to the
further end thet help Iin the child's developmental processes

might be nearer reality and ferther from wishful thinking.

Sharing information

Teachers' meetings in small groups, usually with
leaders of their cown choice and with assistence frow re-
source and professional people, exchanging information
and making multiple, tentative hypotheses, drawing upon
the experiences and learnings of others, rechecking ex-

planatione against evidence presented both through the
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litersture and the experiences shared with group members;
all these are present in the Child Study progrsam, and all
tend toward velidating scientificelly the procedures em-
ployed.

An experience shared by & majority of teachers par-
ticipating in Child Study is in the cbservation of the
phenomenon ©f behavior tending to occur in patterns. The
realizaticon that this patterning of responses is a part
of the uniqueness of the individual child is a step forward
in the teacher's understanding. Recurring patterns are
discussed in the groups with the purpose of seeking their
causes. To that end, multiple, tentsative hypotheses are
encouraged; and teachers are urged to test hypotheses in
light of information at hand and to be gained with refer-
ence t0 the c¢hild's environmental and experience background.

From the testing of hypotheses and other concomi-
tants of scientific Child Study, two basic kinds of recur-
ring patterns have emerged. The first, developmental tasks,
represent those common learnings which develop from the
process ¢f maturation occurring within & culture or sub-
culture, and which are required of all who mature within

that culture. These cultural expectancies are studied by
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the teachers, and behevior 1s examined as a facter in
the total process of maturation; from increased knowvledge
of this process, 1t is hoped that acceptance will become
a part of classroom cperation bsesed on individualilty
rather than on the degree to which the child meets the
criterie of ecceptability determined by teacher or cther
adult expectancy. The second basic kind of process re-
sulting in recurring patterns, coming from perscnal ad-
Justment problems of the chlld, represents the way an in-
dividuel rescts in adjusting to tensions which he faces.
The interrelatedness of child growth and development is
pointed up here, in that the child's developmental tasks
resulting from the interaction of his physical and maturs-
tional needs with the expectancies of hls cultural envircn-
ment may often bhe the cause of adjustment problems, When
a developmental task is not completed on schedule, the
resultant pressures exerted upon the chiid by his cultur-
2l milieu may well present a problem in emotionel adjust-
ment. The adjustmental processes employed by the individ-
ual are, to carry the analysis further, an extremely re-
liable indicator of nis developmental meturity levei.

Teachers are further encouraged to investigate

behavior in the effort to determine, as well as possible,
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the basgic orientation which the ¢hild forms regarding his
self-concept. The degree to which the child regards him-
self as possessing security, adequacy, ard belongingness
will determine, tc & large degree, the way in whiech he
sees himself and the way he sees himself as coperating
within and as a part of his total environment. These and
many other fsctors of the Child Btudy progrem represent
the outgrowth of experimental work in the program through
time.

The program has been, since its inception, operat-
ing upon & structure of three years® work. The structur-
ing process is believed essential to the objective of in-
creased understanding through study and analysis of indi-
vidual children as they opersate in relation to the class-
room, peer group, family, aend community snd culture. It
would seewr pertinent, therefore, toc examine briefly the
work of esach of the three yeare of the program to ascer-

tein the working ©of such an enterprise.

The First Year of Child Study

Records

Teachers participating in Child Study are asked to

select 8 chi1ld for study and to collect information
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concerning his behavior, his reactions tc situations, re-
cording such information in the form of anecdotal records
which are kept as objective &s possible., These records
are regardaa-as extremely confidentiel; and information
and situations revealed are not discussed outside the
group in which the teacher works. For that reason, the
name c¢f the child is presented in the record in disguise,
and c¢are is taken to safeguard other items in the record
which might reveal the identitvy of the child being studied

to persons not entitled to such information.

Group discussions

While participating teachers keep individual
records of an individual child, the value of such records
is8 enhanced by the discussions of the groups in which they
meet. (30:1%1-13%) The reading of & record and the gen-
eral discussions following aim at sharpening skilills in or-
ganizing and interpreting data to the end that a more
valid analysis of the subject's needs, motives, msnd gosls
canr be made. The pooling of infoermaticon about a child
gives 8 brosder base for making such an anelysis; the 4if-

ferent members of the group have varying backgrounds and
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emounts and kinde of specific information regarding the
particular child as well as scientific information regard-
ing 8ll ehildren; working in groups seems to lead teach-
ers to re-examine individual attitudes toward children,
especlially when the experience of one teacher with a
cehild is greatly different from ancther‘®s; end, finally,
tenchers seem to galin n new regard for their colleagues
as they work together in groups, exchanging information
about c¢children in general and the subjects of individual

records Iin particular.

Gaining understanding

The relationships developed in a group of teach-
ers, and the observation by tesachers of the group rela-
tionships within their classes are being increasingly
studied for Iimplicatione for teachers, schoocl adminis-
trators, mental hyglenists, snd research workers. (35: 286)
Seeing the child change and develop, exchaenging records
in their groups, teachers understand other children as
well as the one they are studying.

A good working group can sustain itself by en-
couraging frank expression of the feelings of

18L722
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the group members as time goes on. The group
can help one another with shortcuts and sug-
gestions about technigues snd meanings. A
kind of co-~responsibility for professional un-
derstanding of teachers' difficulties, as wvell
ag those of the child, develops.

The anecdotal record may be used &8 a focus for
group thinking to lead to further exploration

of principles of child development. It may

serve as 8 means of a group's assessment of chiid
behavior and teacher -child relationships; 1t may
be used tc point up curricular needs, (3: 200-201)

Types of snecdotes

Teachers learn to distinguish between the four
types of anecdotes generally found: (1) evaluative state-
ments, (2) interpretive stetements, (3) generalized de-
scriptive statements, and (&) specific or concrete descrip-
tive statements; they learn to choose incidents to de-
scribe behavior; they learn to loock for and‘be gsengitive
to hypothetical ressons for varying reactions to behavior-
al situations; and, finelly, they learn to make an evalu-
ation ©of their own work in its relation to everyday class-
room procedure and to seek implications for curriculum

and for techniques of teaching.
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Analysis of behavior

Throughout the first year's work, participants
have usually observed thet the behavior of & child often
tends to pattern itself. Teachers learn to i1dentify
such patterns and to describe them obJjectively and in
terms of the behaviorael response itself rather then in
terms of teacher opinion wvith regard to the behavior.

Upon isclating whetever patterns are discernidle, par-
ticipants make multiple, tentative hypotheses regarding
causes for the observed behavior, Further, they test out
hypotheses in light of the background of the case histofy,
given early in the record and amplified as the record pro-
ceede. Also drawn into the making of hypotheses are other
anecdotal occurrences which would tend to lend support

to or to refute the hypotheses made by the teacher group.
Pursuing the testing of hypotheses, teachers attempt to
sum up the record, usually in terms of three self-
edministered questions: (1) What (according to the
record) does this child seem to be trying to deoi (2) What
are the child's assets and lisbilities® &nd (3) What could
I, &8 teacher, perhaps doc in helping the child attain his

apparent goals”
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In 2all this summing-up process, teachers use

only the recorded material contained in the day-to-day
anecdotes. Thus, they leasrn to interpret from ‘he writ-
ten record; end, at the same time, the value of a complete,
ohJective record with a wide range of fileld of observation
is made 811l the more apparent ito participanta. This, to-
gether with reading in the field of humen develoupment to
broaden the group's knowledge of scientifiec principles
embodied in Child Btudy, encompasses B irst year of the

program.

The Second Year of Child Study

Area processes

The second yesar 2 organized Child Study intro-
duces & more comprehensive method of observaticn and re-
cording. The chlld is viewed from the perspectiVe of =a
framework of processes operating to influence his totel
development. Menmbers of groups continue to meet as they
did in the first year's work; they reccrd and interpret
anecdotes; they look for, identify, and interpret recur-

ring patterns o¢f behavior, making hypotheses regarding
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the causes of such behavior; and they attempt to use the
information gained to help children with problems, to
adapt the school increassingly to the child and his needs,
and to benefit in cther ways from theilr ircreased knowl-
edge, understanding, and s8kl1ll in working with pupils
and with other teachers. In addition, they are encouraged
to seek information sbout the child (1) as a physiological
organism; (2) as a member of a famiiy; {(3) a8 & member of
a group of peers--both in school and in his neighborhood
relastions; (4) as & member of 8 larger society with its
customs, classges, and varied expectancies; and, in addi-
tion, they begin to view (5) the development of a szelf and
{6£) the adjustmental and defensive devices utilized in the
meintenance and enhancenment of the seclf as the child sees

it. Fromthe outlines in Chapter XII in Helping Tcachers

Understand Children, pp. 428-429 snd 431-432, have been de-

rived the s8ix areas listed.

Physical area

Dats are classgified in terms of their sources as
8 device to aid teschers inp later evaluation of the child

being studied. For exsample, there are organic factors
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which influence growth, development, and behavior. Age;
health (i.e., discase history, corrected and uncorrected
defects, nutrition, and health habits), characteristic
rate of energy output; guality of physicel enduresnce and
recovery from fatijue; grewth history, present meturity
level, and rate of growth; skill In managing the body;
physical appearance; defects, injuries, operations: all
these and other physiologieal factors can be utilized by
the teacher in the study of the child if the extent to
which those observeble factors have bearing upon behavior

ean be kept in mind.,

Affecticnal ares

The influence upon the child of his membership
in a particular family grouping and the influences of
father, mother, 8iblings, extended family, and family re-
istionships, have bearing on the affectional processes
influencing the development of the éhild. The mother-
child, father-child, and mother-father relastionships, for
example, furnish a rich scurce of materiasl regarding these
processes, Both mother-child and fether-child relation-

ships could be precductive of an crientation of security
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for the child; but father -mother relationships could de
80 disturbing to the c¢child as to result in e state of al-
most perpetusl uncertainty. 8Similarly, the child's
place in the family constellation may be such as tc
leave him unsure o0f his acceptance., 8Sibling rivalry can
and does exist in almost any family; and the results
have their bearing upon the child's concept of himself,
and, in the ccourse of time, upon his adequacy in school-
room situatiocone., Other sources ¢f affection and security
which have been explored through anecdotal records in-
clude relaticnships with teacher, with adults outside the
family group, with chums, and with pets and love-objects.
All these, in ways too numerous and diverse to be fully
explored here, furnish s scurce of information to be used
by Child Study groupse 1in their asnalysis of behavicoral in-

cidents.

Peer-group area

The peer group processes, incorporating particips-
tion by the child in peer activities in and autside school,
evidences of status in the groups in which the child is

observed as participating, and evidences of the degree of
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knowledge and observance of group codes and values:
these give study groups insight into factors affecting
the development of the child as a2 member of his cwn child
society. This child scciety, on the cother hand, is af-
fected by the socimlizetional processes surrounding and
influencing the way of life c¢f the family and the peer

group.

Socislization &res

Cultursl background includes evidences of eth-
nicity, ceste, sociml class and economic status, cultursl
expactancy, neighberhcod affairs and the famlily’s parti-
cipation, réligious affiliation, customs, characteristic
behaviors (manners, language cleanliness--the fTamily way
of life), and evidences of family and individusl mobility.
Teachers learn much abouit theese sociaslizational processes
and begin to apply them to an incressed understanding of
cultural and group processes. Further they begin to make
application of scientifie informetion concerning cultures

to schoolrcom procedures.
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Helf -developmental area

Constantly aware, at least on the verbal level,
as teschers seem to be of individual differences, the
f4{fth area c¢f processes at work upcn the child's develop-
ment offers a medium for increased understanding of the
individuslity of self and for implicaetions of psychologi-
cal informetion for educational processes. Child Study
groups are encouraged to examine the individual for evi-
dences of abilities, interests, skills and knowledge,
special abilities and disabilities, experience background,
values and attitudes, ambitions and goels, and expressed
and inferred attitudes toward self and the world. Use
of information obtained and analyzed from these evidences
ie directed toward implications for classroom procedures
designed t0 utilize such information. The developmental
level of the self is utilized slong with evidences of
physical maturation, affecticnel processes, peer group
relations, and cultural or socialization processes to odb-
tain a better picture of the individual and to interpret
his adjustmentel processes and defense mechanisms 80 asg
to bring more closely together his concept of himself and

the environment in vhich he must of necessity operate.
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Self-adjustmental and
self-defensive area

The sixth aresa of processes, concerned with self-
adjustive or self-defensive mechanisms, sets out with
the objective of ascertaining (1) evidences which iden-
tify an emotion-producing situation, (2) evidences of
patterns of devices employed to support, comfort, and re-
assure the self, end (3) evidences pertaining to the ef-
feet of emotional behsvior. Teachers are encoursasged to
view behavior as the ocutward manifestation ¢f inner pet-
terning ©f responses to situational stimuli, thus leading
10 more definite acceptance of behavior as being the re-
sult of multiple, complex, and interrelsted causes resid-
ing in the physical, affectional, peer, and sccislization-
al areas, and adaspted and personified in the process of
self -development.

During the second year of Child Study, there is
usually very little direct effort put into conceptualizsa-
tion of the self aress; this task is ordinarily reserved
as the major project for the third year of study. Lesd-
ers and consultants, however, remain aware of this ex-
tremely important part of the program; end references and
allusions are incidental to the entire work of the second

year.
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Developmental tagks

At the same time that the group is exploring the
area processes, there is usually presented the concept
of "developmental tasks,” those guldepcosts in the gain-
ing of an over-all pilcture of growtl: and development
wvhich are described by Havighurst (1¢) and Tryon and
Lilienthal (3: 77-133), as well as others, as "those major
common tasks that face all individuals within & given so-
ciety or sub-group of society.” A more complete under-
standing of the "time table” for these tasks and the in-
fluence upon the c¢hild of their completion or failure is
striven for, to the end that teachers combine what is known
about developmental tasks with evidences ¢f the cperetion
within the life of the child of the physical, affectional
{(family )}, peer group, socializational, self-developmental,
and self-adjustmental processes. From this combination,
they are better enabled to interpret their records in the
light of the stages of development of the ¢hild in esch
of the sreas; they are better able tc determine the de-~
velopmental tasks which each child mey be engaged upon;
end they are perhape better sble to determine and evalu-

ate the edjustmental processes employed by the child
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a8 he defends, supports, or reassures and comforts him-~

self.

The Third Year of Child Study

Introduction

The inclusion of descriptive material concerning
the third year of Child Study is Jjustified on twoe grounds.
First, it was felt that a brief summary of the work of
this year was necessary 1f{ a full concept of the progren
in 1its entirety was to be communicated; second; data in
this study, to be presented in Chapter IV, will be con-~
cerned with resctions to Child 8tudy on the part of per-
sons engaged in their third yesar of work in the program.

It is emphasized that this deacription of the
third year of Child Study 1is by no means conclusive. Its
importance iz not to be messured by the length of space
devoted here to its presentation. It is regarded as the
culmination of effort in the progrem; and, ss such, &
need for some understasnding as to operation has prompted
the inclusion of this very brief description of the work

of the third year of Child Study.
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Stress upon self areas

Ordinarily, the second year of Child Study does
not lay to0 much stress upon the esreas which desl with
the manner in which self develops and is maintained, re-
gserving a deep study of those areas, along with study of
socliometric devices and projective techniques, for the
third year of the program. This most important, most
vital step in understanding cennct be over-emphasigzed.
Here it is that teachers reach a culmination of effort
wlth increased knowledge of the way in which the selfl
develops and mainteainsg its being. Observation snd re-
cording are stil)l the vehicles through which the study
1s conducted; data are still classified into areae desig-
nating thelr sources; the application of developmental
tasks is further emphasiged; and all is focussed on the
processes by which a child becomes conscious of self, by
which the self is differentisted and orgsanized, by which
it defends itself, and by which it extends its develop-

ment and significance. (3%0: 428-429)

Behavior as interaction

Behevior 1isg further stressed as the result of

the interaction of physeical, affectional, socioclougical,
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and self processes. Further, the teadher is encouraged
to interpret behavior in the light of the self-concept
of the e¢hild as revealed through the anecdotsl record.
Stress is placed upon trying to determine what the child
must see when he looks at himself end st his world, and
what effect this interpretation will have upon his de-

velopmentel processes.

Sociometry introduced

ociometric devices, as well as psychologicel
testing, are utilized throughout the work; sccicgrams,
thematic apperception testing, and interest inventories,
ag vell 88 wide reading in pesychology, are enccouraged
for the teacher. Finelly, stress is placed, as in former
years, upon applications for classroom procedures and

upon the broader fileld of curriculum design.

Extension of the Program

Introduction

Somevwhat the same reasons for presenting the

oparations of the third year of Child 8Btudy have prompied
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the inclusion of a short discussion of two ways in whieh
Texas teachersg have attempted to extend understandings
developed 1in the three-yesr organized progrem of Child
Study. As in the presentation of the third year of Child
Study, the discussion of the extension of the total pro-
gram is not intended to be regarded as definitive; it is
intended only as indicating possibilities resident in car-
rying out concepts developed through previous work in

Child Study.

fio organized procedure

There is, at present, no organized extension of
the program beyond the three yeers s8¢ briefly outlined
here. In scme areas, emphesis has been placed upon appli-
cation of human development prineiples and knowledge to
the broad field of curriculum; many other programs have
been the outgrowth of Child Study. One thing is general-
ly observed; once teachers work together in Child Study,
they are reluctant to give uvp in-service gffort. The
investigator, in this study, will present & brief descrip-
tion of tvo types of programsevolving from Child Study,

one concerned with a study of learning situations,; and
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one concerned with investigation of problems arising

from the everyday work of teachers in their classrooms.

Learning situmtions

Enight and Eerrick have listed ten gains which

rightly should accrue to a tescher after three years'

participation in the program. The outcomes which they

have seen have been used as a bamsils for studying the edu-

cational program of the school, and are:

1.

5y

Some abllity to meke an objective record of
the behavicr of an individuasl c¢hild.

Some practice in actuslly looking at chil-
dren and what they do as a basis for study-
ing and knowing about them. (The use of the
child, as it were, as subject matter.)

Some practice on looking &t children in terms
of the kinds of behsvior which have ilmportance
in describing and explaining the individusl
and his activities.

Some practice in locking behind the behavior
of children for the causes of that behavior.

Some practice in making tentatlive and al-
ternative hypotheses about echildren and wvhy
they behave as they do.

Some practice in looking for themes in the
behevior of children {consistent behavior pat-
terns) which point cut and clarify the under-
lying motivaticons and personality mechanisms
cf a given individual.
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7. Some practice in trying to see the child
as a member of multiple social groups.
8. Some experience in searching out, select-

ing, and using the scientific information

known about human development to explein

the behavior of children.

9. Some practice and gkill in group work.
10. ©Some practice in seeing one’'s self in rela-

tion to the forces which are influencing

the behavior of children. (65: 19)

Knight and Herrick have proposed & program for a
feurth yeer of Child Study, & program which has been ac-
tually carried into practice, snd which was based on the
study of learning activities in classroocms. The outcomes
of the three yeasrs of Child Study were utilized, and the
implications of the three years of Child Study for group
learning situstions were recognized. There are s few Iin-~
terviews which were originally included 1in this study frcm
people who participated in this continusation, or elonga-
tion, of Child Study. A most interesting investigation of
Child Study implicetions might be indicated, however, in
light of the gradual recognition on the part of teachers
of the peed for improvement of group work with children.

One Junior high school teascher, working with 8 teacher

group fTor & whole year writing, resding, and trying to
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analyze learning activitles, wrote at the end of reports
on ten learning asctivities:
In locking back over my learning asctivities I
find very few of my students take part. In
fact, the average was less than one-fourth ac-
tually entering intc discussions, asking ques-
ticns, or wmaking suggestions. The children
ere almori slways the same Cnes. In free dis-
cuseiong these children dominate. They have
more to offer than the others t¢ & discussion
such as we have had., But I caen see that I must
take an effort to have & large percent contribut-
ing to the discussion. (€65: 23%)

Apparently sensing another aspect ¢f the problen,
she added a final parsgraph: "All of my learning asctivi-
tles have been teacher initieted. This seems to be most
practical for the Junior high school age."”

The need for further investigation must be disg-
regarded in light of the problem limitation already im-
posed but it certainly exists in the opinion of this in-
vestigetor, More will be seld when conclusions sre drawn
at the end of this study; the chief concern here hag besn

with the ten benefits which Knight and Herrick seemed to

feel could be sscribed toc the Child Study progran.
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Problem solving

The second "elongation"” of Child S5tudy has been
based on & problem-sclving approsch. Teachers who have
participated in three years of Chilld Study, many who have
also examined the possible implications in study of learn-
ing situations, have been encouraged to apply human de-
velopment concepts tc the solution of everyday problems.
Groups with which this investigetor has had intimate con-
tact have concerned themselves with the practicality of
such topics as & study of drop-outs, teacher-pupil plan-
ning of classsroom activities, utilization of large blocks
of time {(core curriculum), inecremasing effectiveness of
things which the school does anyway, such asg reporting to
parents, counseling, extra-curricular activities, etec.,
and use of what is known about human development in ar-
ticulation of the total school progran.

Results of this second approach are as yet too
inconclusive to wvarrant any statement. Htatements have
been glesned from participants, however, which might well
be noted. Cne teacher ssid, of her werk with an excep-

tional child in 8 regular classroon,
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There are three prerequisites withocut whieh I
could not have ever attempted such a project:
(1) I had to have an understanding and permis-
sive principal (he had been en active partici-
pant in Child Study), (2} I had to have a Taith
in my 8bility to work with such & child snd =
faith thet & class of ‘normal' children would
sccept and work with a deviate, and (3} I had
to have a Child Study background.

The further utilization of Child Study principles
in study of curriculum does not constitute, except inci-
dentally, a part of this study. Our consideration is
primarily for the action level of the first two years of
the program and the feelings engendered in participants by
these two years, together with observable correlstions be-
tween these feelings and the outcomes of the program. The
evidences of benefits recognized, whatever the time of
such recognition, from & program such as Chilld Study de-
serves parenthetical mention, however, if nothing more.

It seems pertinent, moreover, to devote some small dis-
cussion to another aspect of the Child Study program, that
of workshops, useful in both the introduction to a pro-

gram and to the deepening of the scientific background of

those participating at the time.
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Workshops

Purposes of workshops

Frequent mention has been made of the use cf
wvorkshops in Child Study programns, These devices have
been used at both state and lcoeal levels; perhaps 1t
would be more accurate toc say at college and local levels.
The "college”™ workshop ususlly numbers among its partici-
pants people from many school systems and fron many areas
of tesching. The "local” workshop usually is aimed spe-
cifically et the program of the particular school systemn.

These workshops are useful Iin preoviding orlenta-
tion in human development concepts for people hitherto un-
acquainted with Child Study, in assisting in providing
resource persons to work with groups during the succeed-
ing year, and in providing a more comprehensive pattern
of work for all participants in a program. In asddition,
workshop participants become accustomed to operating as
groups and, it is hoped,come to regard one another with
rgspect born of having worked through situations together
and of having sampled eanch other's thinking. It has been

said that a Child Study program begun with a workshop has
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many times more chance of successful operation than one
begun without this orientation feature. This claim, un-
proved in fact, does not seem unressonable when the gain-
ing of femlliarity with the program and the acquiring of
leaders and resource recple as well as feelings of mutual

respect are considered.

Workshop ways of working

The typicel workshop will offer participants
(1) 2 series of lectures upon various elements of human
development snd the Child Study program, (2) an copportuni-
ty to work 1in one or more seminare related to Child Study,
and (3) work in one or more laboratory groups and/or in-
terest groups.

Lectures may be related to the zactual organizasa-
tions and work of Chilld Study, or they may be directed
toward such topics as the areas of the second year pro-
gram, developmental tasks, or other pertinemt topics.
Seminars have been offered along somewhat the same lines,
with emphasis usually placed upon the area processes and
the need for increased understanding of their significance.

In carrying out the program of lectures and seminars,
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effort is usually made to draw upon auvthorities avail-
able to emphasize the interdisciplinary nature of the
human development concept. For exasmple, the University
of Maryland has drawvn upon outsteanding individuals in
the fields of soclology, psychology, and physicsl anthro-
pology t0o mention only a few disciplines, to supplement
1ts own staff in the conduct of its annusl Child Study
workshop. The laboratory sessions are usually devoted
tc a study and scientific sanalysis of Child 8tudy records,
thus preparing for the use of similar records in the
group meetings of the coming year.

The experiences of such workshops have been, 1if
cone is 1 Jjudge from comments received in the past, very
beneficial in preparing participants, through increased
understandings of scientific concepts and group dynamics,
for more successful work in the study progrem in the com-
ing year. Only one example of remctions to workshops
will be quoted here.

In the summer of 1950, students in the College
of Educastion of The University of Texess engaged in
graduate work were asked to respond to & guestionnaire

concerning favorable and unfavorable conditions of the
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first six-week term Just ending. The results of this
unstructured "reactionnaire” were tabulated by the Dean,
and the Child Study workshop was mentioned favorably in
eighteen of a total of sixty-one comments noted. Statis-
tieally, this has no meaning whatever, but it is inter-
esting that fifteen of the eighteen who responded wvere
attending the workshop for the first time; &nd they men-
ticned the informality, the sadvantages of common inter-
ests in groups, the advantages of free discussion, and
the benefits to be derived from a broader understanding
of human beings as some of the reasons why they favored such
a way of working over the traditional lecture method em-
ployed by many campus classes.

Whatever their value, workshops have c¢ome to be @&
part of in-service education, and Child 8Btudy has had a
leading role in their establishment as a way of working.
As a part of the total program, they needed mention in
this study, although the limitations of the investigetion

preclude the possibility of a more exhaustive discussion.

Summary

Chapter IJII has been devoted to 8 very brief

sketch of the program of Child Study. Particular sttention
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nas been paid to the firet two years of the program of
work, since it is upon those years that this study is
built. Attention has beenr directed, however, to the regu-
lar third year of work; and mention has been made of twe
vays in which asttempts have been msde at extension cof the
program. In addition, & very brief sketch of workshops,
thelr wey of coperating, purposes, and posseible value to
the cver-all program has been presented.

Basing its claim to existence upon a need for
constant, dynamic investigation of any program, this study
will proceed in Chapter IV to present sources of informsa-
tion hitherto only tcecuched in passing, to descridbe in de-
taill the methods enmployed, and to offer preliminary find-
ings in the area of faverable-unfavorable feelings toward
Child Study. Cheapter IV will deal with the analysis of
the evaluation itself, an evelustion designed to supple-

ment and to complement previocus investigations,



CHAPTEHR Iv

SOURCES OF INFORMATION AND PRELIMINARY FINDINGS

Introduction to the Btudy

Sources of data

The data to be used in this study were secured
from three sources. The first source 18 constituted by
interviews secured frcm participants in Child Study =as
will be descrided in detail in this chapter; the second
source is 8 part of a questionnslre responded to by fifty-
nine first-year people of the original group interviewed;
the third sou:ce of data consists of the anecdotal records
kept by these persons over a two-year pericd of tinme,
These sources will be described in detail in this chsapter,
end preliminary findings will be tabulated. Treatnment cof
data will be considered in Chapter V.

The program of interviewing of Child Study per-
ticipants Inl1950 wes not begun with any thought that the
material so obtained would be used as 8 topilc for a dis-
sertation. Instead, it was thought that information se-
cured could be used to increase the effectiveness of the

program of Child Study then being conducted by the fileld

12k
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staff of the Extension Teaching and Field Services
Bureau of the Division of Extension of The University
of Texas. It was felt that an evaluation was necesssary,
and it was further recognized that such an evalustion
would he faced with certsin limitations. The following
characteristice of the original interviews can be ncted:
(1) the purpose was to determine reactions to the pro-
gram at a feeling level--it wes declded that interviewvees
would be asked, "How do you feel?’"” not "What do you think?"”
{(2) the persons to be interviewed were selected at random,
a8 nearly as could be done, tc avoid the favorably charged
responses which might have been expected if only those
pecople were interviewed vho would volunteer information;
(%) the interviewing, exceprt for administrators, wes done
by classroom teachers from schools other than the ones
in which the interviewee taught--the expense of the inter-
viewing was borne by the Division of Extension ¢f The
University of Texas; (4) the intervieweee vere given as-
surance of anonymity to their responses, favorable or un-
favorable; and (5) no groupr leaders were interviewed
since their participation was of such a nature that they

might have been prejudiced in favor of the program in
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which they had had a leeding part. It was decided to in-
terview one person per group, insofar as time permitted,
As & result, teachers participating in Child Study in
nineteen schcol systemg were asked for their reactions to

the program,

Schools participating
in the interviews

Of the nineteen schools participating, four were
in the program for the first time and hed only first-year
groups., Five schools were engaged in firet and second
years of Child Study; eight systems were completing a
third year of the progrsam; and two schools had groups work-
ing in each of the three years of Child Study, and in ad-
dition had groups doing s fourth year of in-service work
after the fashion described earlier from Knight and Her-
rick (59). One school system, Dallas, with cver four
hundred teachers participating in Child Study, furnished
no interviews because of lack of time.

The school systems represented in this study fur-
nish & good geographical cross section of the entire state.

Two schools are located in northeast Texas; four are in the
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central portion of the state; three can be classed as
west-central; three are distinctly west Texes; two are
in south Texas and one in the southwest portion of the
state; four schools are in the Lowver Rio Grande Valley.
The largest town represented has approximately 60,000
population; the smallest hes approximetely 2,000. There
are many sources of income: farming, stock reising, oil;
perhaps only three towns represented could be ssid to
have an appreciable amount of industry. One town is as
negr a representative of "0ld South” &8s one might find
weat of the Mississippi; there are southwestern ranch
cultures and o0il center bustle represented, with & pre-
dominance of s0lid middle classs culture end z2xpectancies.
Cne small city is s mixture of Anglo-Latin populstion and
culture which has proved intriguing to tourists for decades;
and the four towns from the Lower Rio Grande Valley are
populated with people from almost every state and from
many foreign countries, with & predominance of Latin-
American citigens. All in 811, the geographlical and cul-
tural mep of the state is guite well spread out in the
rell call of the centers where the program was in opera-

tion In 1950.
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Staffing of program--
consultant service

The progrsm has been staffed. from its inception,
by the Division of Extensicon of The University of Texas.
Salaries of the fileld staff are budgeted, ard it is not
necessary for the staff to ecarn itz upkeep. For defray~
ing travel expenses, both for the staff snd for visiting
consultants, each school has participated in the finan-
cisl upkeep of the program; the expense usually has been
pro-raeted on the basis of number of consultant-days per
month in the original contract. Visgiting consultants have
been brought to centers from time to time. The University
of Maryland has furnished the grester part of such cutside
assistance; and there have been individuals from the Uni-
vergity of Wisconsin, New York University, the University
¢f Chicego, and other univeresities where people versed in
Child Study could be obtained. In addition, staff members
from The University of Texss in the fields of mental hy-
glene, anthrépslogy, soclology, and like related fields,
have been used as consultants; and resource people from

varicus participating schools have been used on coccasicn.
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Participation in program

Participation in the program on the part of
teachers has never, despite the recommendations of the
field staff, been on & wholly voluntary basis. Sone
schools heve openly required that all teachers partici-
pate in in-service education; scme have said, in effect,
"You do not have to participate in anything, but we are
looking for ’'progressive' teaschers all the time,” and
teachers draw their own conclusions; in some schools, al-
though there is no word spocken, the soeisl and profes-
sional pressures are felt to be great, on the word of per-
sons partiecipating; and there are some centers where the
superintendent clearly states that any participstion in any
program is purely voluntary. Perhaps the best exanple of
the latter ia Dallas, & center which, unfortunately per-
haps, furnished no intervievs. In this particular city,
teachers meet on their own time, are not permitted to
count Child Study in the satisfacticn of & loeal School
Board requirement o7 a certain anmount of credit 10 be
earned each three-year period, and are not permitted to

enrocll for colliege credit. Under these circumstances,
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Dallss teachers participated in 1%50 imn Child Study,
with approximately 55¢ teachers beginning in September
and about 450 teachers completing the year's work.

In order to meet increased demands for profes-
sional tralining, Texss teachers have done much extension
work In the past few yesrs. Undoubtedly, this acccounts
for the presence of some teschers in Child Study. The
proximity of colleges to 2ach of the centers represented
in the nineteen achools, however, rules out the assump-
tion that the need for credit hours in Education tc satis-
fy certificaetion requirements would be the only reascn
for participation. Tesachers generally ssy that less tinme
and effort asare required in the traditionai extension
course than in Child Study; they say that the work in
Child Study requires their effort snd thought, 2nd in the

traditional ecourse the instructor does most of the work.

Typical condlitions
of progrem in centers

To sum up, it would be perhaps sccurate to say
that the following conditions prevailed in the "average"”

centers in 1950: (1) the teachers met in groups semimonthly,
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(2} the meeting time was one and one-half hours “in the
clear,"” with most groups usually giving sn extra half-
hour to preliminsry refreshments and conversation;
(3) about one-fourth of the participants, excluding the
Dallas center, ware seeking college credit; (k) the
teachers in all groups selected their own leaders; and
(5) there 1is evidence that most teachers felt some sort
of pressure upon them to participate, whether or not the
pressure was actually enforced by the administration.
The time for meetings wes usually given partially from
the school day and partially from the teacher's time, and
groups usually met after school. Library facilities were
made savailable from the Bureau of Extension Teaching and
contained forty to fifty copiles of standard works in the
field of humean development, and usually the local adminis-
tration of the schools made provision for eadditionsl 1i-
brary from school budget funds.

The above brief sketeh of the Texas program should
serve to introduce the problem. A sincere desire to evalu-
ate the work being done was the motivating force, and it
vas hoped that implications for strengthening the progran

would result.
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Conduct of the Interviewvs

Selection of teachers
to be interviewved

It is perhaps well here to describe a typical
situation in which interviewing took place. This inves-
tigator, working with a fellow staff member, conducted
8 series of simultanecus interviews in XKilgore and Mar-
ghall in May, 1950. Each was furnished with three class-
room teachers, who had participated in Child Study for
two or more years, to interview other classroom teachers.
Each staff member interviewed administretors of the school
where he was working, and each teacher-interviever was
asked to interview selected teachers of the neighboring
school.

Teachers to be interviewed were chosen Bt random
from liets of Child Study groups, one member of each group
to be interviewed. At & meeting during the evening of
the day precedling the interviews, the selection took place.
A member of the interviewing teem was glven a list of each
group and was asked to place & pointer on & name in the
group, anywhere along the vertical list of names of the

group members., Anocther team member was asked to select a
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nunber between fifteen and thirty, and the holder of the
list then proceeded to “"count off” names until the chosen
number was reached. With groups ranging in sige from six
to twelve or thirteen, this seemed to be a8 nearly a ran-
dom method of selectlion as could have been employed, al-
though use of a set number, say twenty-three, has been
suggested as being more desirable; but there is doubt here,
since Child Study groups ranged in sige from five to twven-
ty in the schools where the interviewing toock place. An-
other method of selection, the use of & table of random
numbers, has alsoc been suggested. The chief purpose in
any such procedure is the selectlion of pergons in & random
wanner, Statistically, the method employed seems as sound

88 need be for the accomplishment of such & purpose.

Conditioning of the interviews

Once the subjects for interview had been selected,
the staff member acguainted the team members with the pro-
cedure to be used., Prior %o this time, the interviewing
team had nc knowledge of exactly what their duty wes to
be; and the briefing usually ccnsisted of the steff mem-

ber first conducting an interview with cne member of the
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team, with no prior notice, in an attempt to simulate
the conditions which would, for the most part, be those
of the following day's wvork., After full explanation of
the purpose and technique of the evaluation program thus
being conducted, the interviews began.

Teachers to be questioned were first assured that
the interviewers were classrcom teachers like themselves,
that they were interested in reactions to Child Study,
and that any comments made concerning the progream would
be communicated only to staff members who acted as con-

1w

sultants to the program. The people were then asked, "How
do you feel about the Child Study program?" Answers forth-
coming varied from full, detailed responses to Quite scan-
ty replies, and rapged from extremely favorable to extreme-
1y unfavorable responses to the progrem. A second question,
"How do you feel about the mechanics of the program, the
time of meetings, length of meetings, consultant service,

L33

library service, etc.?"” was calculated tc eladborate upon

the first, which was deaigned primarily to catch an over-
all, unstructured reaction. The third question alsc aimed
at probing further into responses by asking, "Io you feel

that there have been any changes in you or in the progran
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of your school that could be attributed to Child Study:"”
In beginning the interview, each teacher was

asked if there would be any objection to the taking of
notes as gshe telked., Almost without exception there was
no objection, In the three or four cases where the
teacher seemed unwilling or unsure, there was no attempt
to write down responses; and the interviever weited un-
til the conclusion of the responses to the questicns,
then attempted to recapitulate the highlights of the in-~
terview after the teacher had returned to her classroom.
There is, of course, always the possibility that answers
might hsave been prejudiced by the teachers' wariness con-
cerning the possibility of communicetion of unfsvorable
answers to a principal or superintendent who was favorably
impressed by Child Study. There are, however, evidences
to follow which indicate fairly conclusively that such
was not the case. For example, sample interviews Two and
Three both came from & school where the superintendent
and principal were participantis in 88 wvell as ardent sup-

porters of Child Study.
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Samples of interviews

Teachers interviewed had completed from one to
three years of Child Study; and several groups, repre-
sentatives of six of which were interviewved, had gone on
to do & fourth year of in-service education consisting
of recording and analyzing learning situations ss ex-
plained by Knight and Herrick (59), in which there was &
trangfer made from the focussing of asttention on an in-
dividusl pupil to studying the class ag a group. It was
cbgserved that responses at all levels of participstion in
Child Study ranged from extremely fevorable to extremely
unfavorable. It would perhsaps be well to reproduce here
some sample interviews, 1llustrsting the diversity of re-
sponses, snd pointing up why such a diversity led to
this study. The three first-year interviews chosen caume
from three different schools, later tc be described in
detaill, aslong with personal d4ate adbout cach interviewee.
They are reproduced with ne change, exactly as they wvere
transcritecl from the "raw dsta" report from the inter-

Vviewvers.
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Sample Interview Ro. 1

"I like the Child Study program, she
said. I like people, and I'm salways wondering
about their background.”

She said several times in the interview
that she wondered why she chose the particulsr
boy whom she studied. He came t¢ school dirty,
hed no lunch until the schoocl furnished him
one, and ceme from a home of low economic sta~
tus. The father drank excessively sand the
mother was "timid." She felt that the dats
which she had reccrded could helpy someone else
to understand the child better, and wished she
could continue to study him next year. There
were Several children in her group whom she
would like to see the subjects for study.

There were no library facilities for Child
Study at her school; professional books were
kept in another building.

Although confusion seemed to result from
the changing of consultants, Mrg. H said she
believed the group had probably gained from hav-
ing the different consultants.

She said, "The group met on Monday, every
two veeks, at two o'eclock. We could have gone
faster 1if we had met more often.”

She said that her practice had been to
make hagty notes concerning her observations,
These notes she dated and later recorded in her
book .

"The group situdy helped 8ll of us; we are
more aware ¢f why children behave ss they do
and are more Iinterested in children. VWe, as
teachers,” she said, "are more tolerant and un-
derstanding. More home visits have been made
since the study has been in progress.”



139

Mrs. B expressed the opinion thet she has
overcome reacting emotionally to children's
behavior, especially behavior wvhich is unsac-
ceptable and unplessant tc her. She can more
easily identify with the case, end she sees
the necessity to vary the child's regquirements.
The ¢hild whom she always wanted tc be the
leader had "no discipline at home.”

She felt that Child Study progranm consult-
ants should tell teachers more, give more in-
formation, and demonstrate more how the wvork is
to be dore., Although her group was small enocugh
to allow each person to keep up with all of the
records, she said, "I guess we wanted our prob-
lems solved in & hurry.”

She thought the teachers were more self-
reliant and rescurceful because they had to fig-
ure cut what tc do. VWhen they had asked what to
éo, no one had told them dlirectly; they had been
encouraged to think things through.

Mre. B said that she liked to talk about
her sublject.

Sample Interview No. 2

"The student 18 not important to me because
it is my reputation and the programs I produce
that count.

"I haven't gained from Child Study because
I Belected 2 normal boy, and he Jjust does the
things in sehool that any teacher would expect
of him. Next year, I am not going to select =
normal child to study because I feel you gain
more from observing the individual who has prob-
lems needing the tesacher's help.
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“I accept the child as he is, and I pre-
fer to know nothing of the child's home life
or octher teachers' cpinicns.

"Yorking with large choral groups, 1 do
not have the time to focus my attention on one
c¢hild; but I have to think of the entire group
to attazin the results expecied of mnme.

"Child Study 1is not allowed to interfere
with my teaching sssignment. My heavy schedule
nakes 1t necessgsary to miss many group meetings;
in faet, I quit writing several weeks sgo. I
saw nothing to write about as the boy Jjust sits
in c¢lass quietly.

“I am not obligated to Child Study because
I do not have to teach.

"The meetings take up a lot of valueble
time. I guess the consultants were satisfactory.
I heard that there were professional boocks in
the central office, but I haven't used any.

"The workshop before the opening of school
is 2 good idea. They seemed to have learned a
great deal in the workshop last summer, but I
didn't attend.”

Sample Interview No. 3%

In answver to the guestion, "How do you feel
toward the Child Study progran® ™ he replied with
one word, "Bad!”

There followed quite & speech: He was
hired as a science teacher and did not take the
job with any idea that there was such a thing
as Child S5tudy. If he hed known, he believed
be would not have begun teaching. He has a B.&.
in chemical science; and sclence tesches us to
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look for the truth. This stuff was not in his
field. Maybe if he were to go on teaching, he
would have to go back to school and take a
bunch of psychoclogy.

He claimed he simply had not had the
background for this stuff, nothing dbut pseudo-
science. He could see no value in the stufrf.

"Well, Jjust & minute, I have gone to every
meeting. I even made coffee, and took my
coockies, and enjoyed eating with the group.

"I won't put my neme to snything as silly
as that stuff. They can fire me--which they
probably will-~-but I won't write & book. If I
40 write a book, it could be sbout & character
in my group vhich, believe you me, would be
good, but none of this monkey business.

"I instructed people seven or eight years
in the Brrny in the field c¢f science, but none
of this mumbo-Jjumbo."”

¥r. L stated that he had gone around and
talked to nearly everyone in the group, and
they would nod and all say they 4did not know
what it was s8l1ll about; then when a consultant
came, they would Jjust nod their heads, and say
how much good the work had done, and how they
were now & better teacher. OSuch a farce; where
was the truth in all that?

“Now, what I really get a kick from, is
seeing the enlightenment that comes from kids'
faces when they {inally see through some par-
ticularly difficult procblem that has been bother-
ing them for some time. Justi seeling that look,
when they finally understand, is enough for me."”

As I the interviewer was walking down
the hall, he came behind me and said, "You may
even gquote me. I'll even sign and seal this be-
fore anyone.”
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Barlier, I &sked & guestion about con-

sultants. “Consultants! A 1s ockay; so is C."
¥o others vere mentioned.

Teachers intervieved

The interviewe reproduced were from teachers
working in first-year Child Study. The first teacher is
a primary teacher, the second a high school chorsl direc-
tor, and the third s high schecl teacher of science. The
three teachers are from three different schcols, in dif-
ferent sections ¢f Texas; end they were each interviewved
by 8 different person. They were selected to portray the
variastions in responses, and were sgselected from first-
vear participants because of the direction which this
study hes taken. No atterpt will be made to anslyze these
particular responses here; & later section of the investi-
gation will present a summery anelysis of all the inter-
views at all levels.

The primary teacher whose interview was chosen as
"Semple ¥o. 1" was from & west central Texas town of ap-
proximately 25,000 population, most of whom are small
businessmen whose trade territory 1is largely stock farming.

There is little if any industry in the town that is not
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directly agricultursal, a creamery for example. The town
i the home of two fairly small denominational colleges,
and many of the teachers received their teacher tralning
in one or the cther of the local colleges. The school
system was undergoing its first year of Child Study, and
a "reactionnaire” used by the sdministration at the end
of the first year's work produced results which will be
described in deteil in & later section of the study.

The second interview was chosen from & schoel in
a small city of approximately 60,000. There are two or
three small industries; but the total imﬁustria} payroll,
ag such, would pot be over three hundred persons., The
chief source of income from a8 very wide trade ares 1is
cattle raising, with some ©0il beginning to be developed.
The city is one of the oldest small cities ip the state
and has & fairly well develcped upper class, with cattle
money being very “"high status.” The school system was
participating, at the time of the interviews, in its
third year of in-service education; and there were sone
twenty-five groups of parents engaged in a study progresm
concerning the development of children, without using

asnecdotal records.
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The third interviewee mentioned here comes from
a small city in extreme south Texas. The Child Study
progran was in its fourth year. The chief sources of
income are fourfold:; eitrus, cottonr, truck farming, and
the canning and fruit-pscking industry. The populsticn
is decidedly hetercogeneous and 1s gquite cosmopolitan in
the source of origin. The communities which conprise the
ares are isolated from the rest of the state and form al-
most an island cf the state's population. The percenteage
of Latin-American population is between sixty and seventy
per cent of the total.

This mass of detall, perhaps useless here, 1is
presented in part to point up the effect of random selec-
tion of the three samples. Just such variations might
have been delineated for any other factor entering into
the set of interviews to be deseribed in this investigs-

tiocn.

Staff response to interviews

The recelpt of sc many widely differing responses
led tc much conversation, study, eand self-evaluation among

the members of the stalff. There was no doubt but that
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gsome people were participating in Child 3tudy because of
pressures, resal or imaginary. There could be no doubt
as to hostility existing on the part of some participants
toward the program. There was every evidence that much
of the material given to the interviewers was at a feel-
ing level, and that the emctions of many people were deep-
ly involved, some of them seemingly directing their feel-
ings primarily towvard professional consultents who worked
with them in the program. Finally, there was ample evi-
dence that the majority of teachers participeting in Child
Study vere very feavorably impressed with its results;
there were not enough unfavoradle responses to csuse con-
sternation, but everyone concerned was deeply interested
in the results of the interviews. The consultants wvere
interssted in the comparative responees of people &t vari-
cus levels of work; and an anslysis of these responses wss
prepared by this investigator, and will be presented in

detail later in this chapter.

Use of Datsa

Criteria for srriving st feelings

Q0f an original three hundred plus interviews, sl-

most one-third were discarded for the purpose of this
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investigation beceuse of anmbiguity, terseness, or in-
ability of the investigator to determine direction or
depth of feeling toward Child Study. Two hundred arnd
thirty-one interviews were determined to be sufficiently
definite to warrant inclusicn. Aiding in the determina-
tion of interviews to be used in thils study wvere members
of the field staff who work regularly with the Child Study
program. The analysis of the interviews was based on gen-
ersl and specific comments, both favorable and unfaversble.
General positive comments would be exemplified by such
statements as:

Program wvas beneficilal.
Program wvas wonderful.
Program was helpful.

Program was interesting.
Program was valuable.

. .
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Such statements, while positive, did not specify any reason
or give an area in which the program was "beneficial,”
*wonderful,"” and 2o on.

"Specific supporting comments” would cover such
statements as:

1. More understanding end/or knowledge of

¢children.
2. Practical.
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Good way to bring teachers together.
Makes one more understanding of himself.
Helped with @aregts.

Unfavorable comments, general in nature, fall

usually into & pattern similar to the following:

A ) et

\R

&

Program confusing--no direction.
Program was resented by teachers.
Program not worthwhile.

Studying one child won't help in under-
standing the rest.

Program was hated.

Included in the generally negative comments were those

which essayed judgments ss tc the feelings of others.

Special comments, giving exact reascons for nega-

tive response, included examples such as the following:

1

M s N

LI

Teachers want to be told, and they get
confused when they are put on thelr own
and Just told to go to work, and there
is no cone around to answer their ques-
tions and problems.

Adequate instructions were ncet given by
consultants.,

I had a course in cocllege Jjust like this.
One teacher in the group monopolized

THE WHOLE TIME.

I don't belleve the carry-over value is
great encugh to Jjustify the time and ef-
fort spent on the study,

These responses, both positive and negative, are

indicative of the expressions 80 classified throughout
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the entire group ¢f interviews. The discarded interviews,
numbering almost oOne hundred, were elther indefinite or
were 80 widely variant in their expressions that they
were Jjudged possibly to be the results of people's attempt-

ing to be ambiguocus for reascns of political expediency.

Tabulation of 1950 interviews

The interviews of first-year participants in 1950
and interviews of the same perscns responding in 1951 at
the end of their second year of Child Study will be con-
sidered chiefly in this study; dbut the total interviews
present an interesting comparison of favorable and un-
favorable responses by years of participation.

Perceﬁtagewiaa, the Tirst-year participants showed
59.7 per cent responding favorably to Child Study; second- s~
year people responded favcoradly in 73.6 per cent of the
interviewvs; 91.9 per cent of third-year participsnts,and
85 .7 per cent of the adrinistrators interviewed likewvise
responded favoradbly. Only six people engaged in their
fourth-year of In-service education, the study of learn-
ing situations, were interviewed; and four, or 67 per

cent, responded favoradbly. With the extremely low percentage



POSITIVE AND HREGATIVE

TABLE 1

RESPONSBES
AT ALL LEVELS OF PARTICIPATION,
1950 IRTERVIEWS

1kg

Level of Positive Negative Total
Participation Num- Per Num~ Per

ber Cent ber Cent
First Year ko 59.7 27 Lo.3 67
Second Year 53 73.6 19 26 .k 12
Third Year Y 91.9 % 8.1 3T
Fourth Year L 67.0 2 3%.0 6
Administrators L2 85 .7 7 1L.3 kg
Totals 173 T4 .9 58 25.1 231

s
et
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of feavorable responses for first-year people, the vver-
all average of responses was 74.9 per cent favorable.

Coning beck toc first-year responses, 1t is alsc
interssting to ncte that fifteen of the favorable inter
views indicated that there were grave doubts as 10 the
value of Child Study at one time or another, but that
further participation in the program convinced thew of
thhe value of increased understanding of children. Exam-
ples of such statements are quoted from the original in-

terviews:

1. The wsy the program was presented was ratier
confusing. Consultants should be more spe-
cific in giving instructions. As we went
further into the program, the work began to
take form and mean more to me . . . .

The program is8 needed, and I believe it has
knit the teachers Iinto a more compact group
whieh has become cognizant of the needs and
problems of all children.

2. I was very confused at the beginning because
I did not see what it was all about and
co::ld see no purpese in it. I could under-
stand why elementary teachers could be in-
terested but not us. , , . I feel different-
ly now, and I give credit to [ a consultant ]
because he made it Qquite clear on one of his
visits. . ., . The study has made me gquite
censcious of the needs of all my cnildren.

« « o it has also helped me to work hetter
with a group.
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2. It was 8ll g0 new twme that I dida’'t get

much cout of 1%t until spring when we stegrted

studying patterns of behavior, then it be-

gan to clear up. . . . I thicnk I have mude

some changes in my teaching. I am more con-

scious of how my children are feeling now.

I really think I understand their behavior

better, though I don't seem to know wmuch

more about what to do about it. . . . I'm

going to teske the second year of it.

The excerpts from the interviews gquoted were se-
lected at randcm, to ifillustrate a2n unfevorable beginning
which became more favorable as the program progressed.
There 1s evidence, even in the excerpts, of analysis as
to reasons why the change was made in the program. The
responses vihich were 80 vague in their analysis as to be
excluded froem the study were never so critical as those
quocted here. As can be observed from the quoted portions,
the chief objection in the beginning of each interview

was a vagueness or confusion, laid to the consultzants,

a eriticism that 1is no doubt well warranted.

Sampling unfavorable responses

Teachers whe were definitely opposed to child
Study, at the first-year level, ratier generally followed

a pattern. They stated that they (a) "had hsd a course
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just like this in cocllege,” or (b} "they had always
studied children,” or (c) consultants d4id not "present”
the program adeguately. From notes given pirenthetical-
1y by interviewers, and from one or two personal exyeri-
enceg of the investigator himself, there were usually
evidences of feelings of compulsion to participate in the
program in some cases. The following excerpts from inter-
vieve may aid 1In recognition of patterning of unfavorable

responses:

1. The program was, or is, ‘ust & " {Tiop." I
haven't gotten anything out of it. TI've al-
ways studied the needs and problemse of chil-
dren, and I don't believe 8 good teacher
could do otherwise. . . .

It has been good for us to get together and
read our problems over., Now I do observe some
of the children wh¢o hasve been studied, and I
am more interested in their problems, too.

L3 - -

The progrsm was presented wrong, and adequate
instructions were not given by consultants.

I am speaking for the group, we Jjust haven't
got anything cut of 1t. I talked to another
teacher, and she told me she had gotten wmuch
from the program. . . . Didn't have time to
read as she had to spend her time in home
visitation. This is more important than resd-
ing these professionel books. . . .

I realize a need to study the needs and prob-
lems of children, but the consultent should
give ideas and instructions so as not to
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confuse teachers., . .« . I would rather
have & lecture that is something I can
really use.

Interviever's note: Realizes need of
pupils, but progrem hasn't helped her a
bit.

The progran has not been worthwhile, I'd
rather d¢ & hard day's washing than to sit
in this group because oneg teacher in the
group monopolizes the whole time., She
seems8 L0 take great pleassure Iin matching
wits wit: the consultant. I believe that
if the consultant would bring a sample case
and explain the progranm, it would be more
beneficial. The teacher then would be sble
t¢ continue her argumsnts about her case.

I sm professionally minded, but I had a
course in college Jjust like this.

I thiank Child Study has been s failure, at
least in this school. Some others say it
has done good, but I can't see it. You un-
derstand this has nothing te do with you or
, 3 I Just think there was too much
confusion . . . .

I believe @ workshop in reading would do us
& lot of good. We need tc know how to teach
baetiter, and a goocd teacher 1s already study-
inzg the ¢h1ld. Ve don't fezel that there is
anything praectical in Child Study; it is in-
teresting to know some of the things . . .
most of which I already knew and all good
teachers knew . . . but it doesn't reslly
helr us to teach English and math.

I don't want Lo scound like bragging, but ny
wife and I feel thet we are years ahead of
Child Study. Ve always usec to discuss our
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problem children,and how we could help
them . . . that wass years ago . . . .

It is interesting to note here that the wife's
response is listed, in part, in sample 1 &8 &n exanple
cf a participant whoe indicated 8 change to favorabls
from an unfavorable beginning in the program, She goes

on, in addition tc the short excerpt guoted, to say:

Teachers have been drawn closer, and they feel
the program is worthwhile. Children were gilven
more freedom of expression. They were even al-
lowed to stop a lesson and tell the thing or
things they wished to. Teachers changed to this
after being in Child Study program. Had not
done this before.

¥umber 3 continues:

I think we should have c¢linics or workshops
like Scott, Foresman conducted here last
fall. The women they sent out wasg really
good, and the teachers were helped a great
deal with their reading problems. ¥When they
asked a gquestion, they got & direct, clear
answer as to howv the c¢hild could be helped.

I believe 8 series of lectures would help.

I realize we need to understand the child bet-
ter, apd I know this sounds contradictory.
What I want to say is that this is the wrong
way to go at 1t; teachers want to be told,

and they get confused when they are put on
their own and Just tcld to go to work, and
there is nce one around to ansver thelr gques-~
tions and problems.,
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Lt the risk of emphasigzing the unfavorable com-
ments regarding the program, 1t might be interesting to
quote largely from &n interview conducted for the same
person, Number %, in the seriles immedlately above, by an-
other interviewer. The first interview, quoted above,
was conducted by & steff member; the second, immedietely
following, by a teacher whe was from a8 neighboering school.
The teacher first talked with this interviewee; and the
staff member, & personal friend, taiked later and ;nfor»

mally. The teacher's interview follows:

The program as it is presented and 1s conducted
ia no good for the teschers here. The program
itself may be good; in fact, I em sure it is.

I hope the program will not go on, because I
feel teachers have wasted time in participating.

» ® L]

The confusion created iIn the teachers' minds was,
definitely, not good ., . . .

The Universlty of Texas has given i{tself a black
eye. It [the prcogram] hasn't been good for the
University, and it hasn't been good for this
town. Workshops are better. 3Scott, Foresman
Company sent out & representative for two weeks.
This wae much better for teschers than the Child
Study program; much more definite.

I am going to see Dr. Knight and talk to binm
about the program-~-"I'1l1 tell him what I think
about the program.”
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A fairly close scrutiny of these interviews will
reveal the pattern of obJjections expressed to Child Study.
There may be significance 1in the fzc¢ct that novhere in
these or similar interviews is there a semblance of doubt
expressed as t0 whose "fault” the lack of success is;
there is no indication that anything in the dissenting
teachers or their situation could have contributed to the
failure of teachers to benefilt or to recognize benefit,
1f eny existed. In interviews where teachers expressed
{a) only favorable comments ©r (b) comments which indi-
cated a change from unfavorable to favoreble attitudes,
there were often doubts expressed as t¢ the benefits of
certain procedures. In slmost every case, however, the
teachers would say that they were sure "there were jus-
tifiable reasons,” or "later on, we found out there were
reasons for asking us tec dco thus and sc¢.” This was not
true, in a single case, with the responses of teschers
whe were, from beginning to end, unfavorably disposed

toward Child Study.

The second-year interviews

Before tabulating the interviews, it would be

well to amccount for the secoad-year interviewing. In
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order tc secure sampling of opinions concerning Child
Study through time, it was decided to interview the sanme
persons who, in 1950, had finished the first-year ©f the
program. Accordingly, efforts were made to secure inter-
viewe with the same sixty-seven persons in May, 19351,
who were interviewed & year before, The tsbles follow-
ing give resulis of both first- sand second-yecar inter-
views of these persons, Factors such as age, sex, mari-
tal status, and others are included in Tables 2 to 6;
and seccounting is made to provide information concerning
interviews of the ssme persons in 1951 ss were gquotad in

1850,

Tabulation of interviews--
consideration of
various fascicrs

One of the first questions usually sarising in =a
situation such 88 has been described here deals with the
persons themselves who partiecipated in such & program
and who responded to the interviews. The tables below
account for all perticipants represented in the original
1950 interviews who went on to respond in the 1951 inter-

views. Later tables carry the data through two years
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in an effort to determine reacticns to and changes re-
sulting from Child Study.

Teble 2 records facts concerning first yesr per-
ticipants and Table 3 concerns second-year people in the
1950 interviews; Teble b represents responses of second-
year persons in 1951.

Table 4, second-year perticipents, 1951 inter-
views, represents the over-all impression of the same
vecple as are indicated in Tadble 2. Table 2 gives the
responses to the gquestion, "How do you feel about Child
Study®"” at the end of one year of participation in the
program; Table L4, with the exceptions listed below, shovws
the response of the same people t0 the same question
after a second year's participation. It should be noted
here that there is no shift in age classification. Per-
haps there were one or two vho became thirty-one or forty-
one years of age in the interim between interviews, dbut
the only differences noted here will be in type of re-
sponse, It should also be stated here that one individusal,
reporting unfavorably a8 to her reasction in 1950, refused
t0o be 1nterviéwed in 1951. The interviewer has nocted,

"Mrs. A, second grade teacher, 41id not want to be interviewed;



TABLE 2

FIRST-YEAR PARTICIPANTS, 1950 INTERVIEWS

- wwr aenp e, e A M AW it rne i ot

pumsures o e i e v a b . e e i e S

Age Type of Total Married Single Parents
Response Male Fexale Male Female Male Female Male Female

41 to  +(16) 3 13 3 8 0 5 3 )
50+ -110) 2 8 2 2 0 6 0 1
31 to  +(15) 5 10 b 7 0 3 L4 b
s} -( 9) 2 7 2 5 4] 2 0 N
21 to  +( 9) 1 8 1 3 1 5 1 2
30 -{ 8) 0 8 0 3 0 5 o 1
Totals +{40) 9 31 8 18 1 1% 8 11

-(27) 4 23 b 10 G 13 0 6

Code:
+ Favorable responses.
- Unfavorable responses.

66T



TABLE 3

SECOND-YEAR PARTICIPARTS, 1950 IETERVIEWS

A ey, i

<o e

e

Age Type of Total Married Single Parents
Response Male Female Male Female Male Femsle Male Female
k1 to  +(21) 3 18 3 13 0 ) 3 8
50+ -{ 8) 1 T 0 5 1 2 ) 2
31 to  +(19) 5 1% 3 10 2 b 2 6
ho -( 5) 2 3 1 2 1 1 1 1
21 to  +(13%) b 9 3 2 1 7 2 2
30 -{ 6) 2 h 2 3 o 1 1 2
Totals +(53) 12 S} 9 25 3 16 7 16
-(19) 5 1k 3 10 2 L 2 6
Code:

+ Pavorable resgponses
- Unfavorable responses

091



TABLE &

SECOND-YEAR PARTICIPANTS: AGE, S5BX, AND MARITAL STATUS,
1951 INTERVIEVS

S - sy

Age Type of Total Married Single
Response Male Female Male Female Male Female
Ll to +{18) 3 15 3 8 0 7
50+ -{ 4) 1 3 1 1 C 2
31 to +{17) b 12 5 9 0 3
4o -( &) 1 3 1 2 0 1
21 to +(11) 1 10 1 3 ) 7
30 -( 5) 0 5 0 3 ! 2
Total 1951} +{46) 9 37 g 20 0 17
Interviews -(13) 2 11 2 é 0 5
Losses from,
1950 Inter-% *é g§ i e
views h
Code:

+ Favorable responses
- Unfavorable responses

9T
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after several rebuffs (e.g., "I'd like you to interview

someone else"), no interview took place.

Balancing the tables--
changes in interviews for
1550 and 1951

The following changes must be accounted for in
Table & to balance out the totals:

1. Two men who were interviewed im 1950 were
not in the 19%1 interviews; one had reportéd favorably
end one unfavcrably in the over-all impression of Child
Study in 1950.

2. One change from unfavorable to favorable re-
sponse was noted from 1950 to 1951 for male respondents.

». 8ix women were lost from the 1950 replies,
asccounted for in Table 2. Of these six, one was the in-
dividual who refused an interview. Of the six losses,
three were in the age bracket of 41-50, and one had
originally been favorable, two unfavorable to Chilad
Study. Twe women, one favorable and one unfavorable in
Teble 2, were lost from the 31-40 age group. The fiﬁal

loss, from the 21-%C group, was of 8 woman who had
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originally indicated an unfavorable reaction to Child
Study.

4, Chenges in the 41-50 bracket vere two, both
going from negative to positlive féelings toward the pro-
gran,

5. Chenges in both directions were noted in the
31-40 group, one from positive to negative, and three
from negative to positive responses toward Child Study.

6. There were two offsetting changes in the 21-30
age clessification, one from positive to negative and
vice verssa,

Tables 5 and 6 deal with age-level responses by
years of experience, greades taught, local and state (col-
lege) workshop attendance, and on the basis of participa-
tion in in-service education being required or not re-

quired by the local administration.

Results of interviews of
second year of Child Study

Before summariging and accounting statistically
for Tables 1 to 6, it should be worthwhile to compare

some of the interviews of these same people through a



TABLE 5

SECOND-YEAR PARTICIPARTS: EXPERIEECE; GRADE-LEVEL TAUGHT,
19%1 IRTERVIEWS

Age Type of Years of Bxperience Grades Taught
Response Over Junior Senior
2 3-5 6£~10 10-20 20 1-3  hL-£ High  liigh Speciall
School Sechool
k1 to  +{18) 0 0 11 b 3 T 4 i 2 1
50+ -{ %) 0 0 1 1 2 1 1 o 1 1
31 to  +(17) 3 2 9 5 1 b 2 3 2
Lo -( &) 0 1 2 1 0 1 1 0 1 1
21 to  +(11) 2 5 3 1 0 7 2 1 1 0
30 -{ 5) 2 2 1 0 0 1 1 0 e 1
Totals +{L46) 2 7 23 10 4 20 10 7 6 3
-{1%) 2 % Y 2 2 % 3 0 4 35
Code:

+ Favorable responses
- Unfavorable responses

1Includes visiting teacher, supervisor, physical education teachers (3),
music teacher,

19t
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TABLE 6
SECOND-YEAR PARTICIPAKTS8: WORKSHOP EXPERIENCE
AND PARTICIPATION IN THE CHILD STUDY PROGRAM
Age Type of Yorkshop Participation
Response Attendance in Program
Loecal Btate Re - Volun-
gquired tary
k1 %o +(18) 3 2 T 9
50+ -( ) 1 o 3 1
31 to +{(17) 1 3 7 10
ko -( &) 2 1 2 3
21 to +{11) L 1 b 9
31 -{ 5) 3 0 2 2
Totals +(h6) 1h 6 18 26
-(13; 6 1 7 6
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vyear's time., Wherever possible, excerpts will refer
back to those gquoted from the same persons in the 1950
series of interviews. Yet to be studied are the resc-
tions to the mechanics of the program on the part of
teachers and administrators and the feeling about changes

in personnel and programs.

Sample Interviews - 1951

A. Favorable both first and second yvear

L, I've taught scheol for some time, and I cer-
teinly know that times have changed. Modern
methods of teeaching school are clearly seen
now to be bhetter. . . . And I'm glad t¢ hear
that your meeting at the High School the other
day explained to some of the teachers I've
talked to how this program helps us toward
these modern methods. . . .

It's very difficult to describe outcomes of
the program, but it has had a great effect.
In terms of my last year's study for instance
~-~he was a hebitual "hookey"” player and ran
around with the most undesirable characters.
He had gone to summer schocol three sgsuccessive
suremers to make up work, and he didn’'t need
to fail. Well, when I started writing a
record on him we gradually got g0 we talked
together a lot; and I think the fact that I
was studying him is & greet measure of the
cause that he's doing very creditable work
BOW. « . &

Our discussions this year have been finer as
a8 result of the carry-over from last year's
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program. . . . Teachers are working so well
together. . . . When there is something good
going cn in other groups, we should combine
more.

It's a good progrem. Any teacher can tell
you it adds something to work on,

I'm glad consultants don't come every time.
We need time to work on our own problems, and
need to get used to doing it without a con-
sultant. We have some very fine meetings by
curselves--hot discussions.

Sometimes people get <«riped because they ask

a consultant sbout scme kid, and he can't know
enough about the kid to come anywhere near the
ansver. . . .

The meetings are interesting. I'm never bored,
snywvay; and we usually stay longer than we
have to. '

Y¥e 81l have an understanding of children that
wve didn't have. We're trying to figure out
why the fellow did what he 4id instead of be-
ing brokenhearted that he did 1it.

I've spent more time on my students than I

ever dld before. I spent three hours in one
boy's home 8o he could show me how he made a
crystal radio set, and I've vigsited twice since.

- - »

Unfavorable in 1950 and favorable in 1951

We have had a much better year this year than
last. Last year we had & very hazy ides as
to what it was about. . . . We could hardly
ask more of consultent service. Ve have =&
more professional sttitude toward in-service
education, this year,
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I'm much more conscious now of some of the
problems my students have. When I see &
chi1ld having difficulty, I try to think of
&ll the factors involved. . . .

I think my time put in in this program is
very well spent. I've enjoyed my teaching
more this year,

I think the second year 18 & lot more inter-
esting than the first. We get into it more.
The more I put intc Child Study the more I
like it. There is more interest in ocur group

From my standpoint, I see the point of the
whole thing more-~-why we study one child. I

This year, I began to notice the "why ' of
things, the effect & thing in one ares has on
other areas. I'm sure there are changes, but
can't think of any as relasted to my tesching.

I do know my case study doesn't irritate me
any more. . . . I understand more why a child
does things a teeacher doesn't approve of. . . .

A lot more of the background of children 1s
being studied . . . records in files are being

7.

88 we wOrk more.

see 1t more than lest year.

used more.
C. FPositive in 1950 and negstive in 1951
8.

I1'm pretty disappointed in the program this
year. I can't think of anything concrete we
have accomplished.

The kind of progrem I would like would be hav-
ing experts on different subjects come and
talk-~--not lectures, but come and talk, and let
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us ask questions. The way we do now doesn't
seen to carry over to do any goeod for the stu-
dents. Some ¢0f the teachers say it carries
over, but I haven't been able to see 1t.

I attended a workshop last summer. Every day
a speaker who was an expert came ., . . there
was conerete value to {t. . . .

The program may be having mcore effect than I
think. I can't see any.

The progrem hasn't meant a thing to me, I
vas child-centered before I started teaching,
and Y have been ever since. As I see 1%,
this study has taken time for working on one
child that I could have been spending learn-
ing to understand a1l my pupils.

The kind of program we need is for somecne to
come in and show us something-~-how to do
things--like & workshop. . . . For instance,
Dr. Hoyt came last week and gave us some real
wonderful help on reading.

If we have to do it--have to go on hseving
the program-~the University should send us
some men who are capable of telling us what
to do without muddiing us up. Men with high
ideals~--ideals and standards that we csn be
proud to live up to--without that we might
as well quit . . . .

It would help if we had more of the meeting
on school time 80 we counld get home earlier.

I can't honestly say 1 can see any ocutcome
of the program.

Negative in 1950 and negative in 1951

10.

It might not be F2ir to pay too much atten-
tion to what I might say about the program;
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I haven't participated as & regular member
of & group this year. I did last year, but
this year I've been working on reports, and
we've felt it worthwhile to take the time
off during the Child Study time. . . .

I will say that I don't think the program

i8 worth our while. I don't believe it 1is
meeting our needs. I hope this 1s considered
my personal opinion and not the general
belief of ny fTaculty. But I think we need
some other kind of program such as & workshop.
« » « I will say that the second-year pro-
grap 1s a big improvement over the first.

8t111 I don't believe it has helped teachers.
«+ +« » The everage teacher sutcomatically
studles each child and his problems without
this course. Already a lot of the teachers
sre farther along with that than this course
is. . . .

There are possibilities to the program. A
little different approach--unified consultant
service~--men from the public schools that
know what we're up against. . . .

It's hard to say about ocoutcomes. The teach-
ers are a long way ahead of the program to
start with--1t's o0ld stuff to these teachers
in sctual practice. . . . Probably some of
our teechers have & different viewpoint than
they did, but I have no evidence of 1t.

The program is a waste of time and proved of
no value, There was a great deal of resent-
ment among the faculty because of the tine-
consuming element of it.

I tried any number of times tc locate & booOk
on the reading list that scunded good. I
never located it, and gave 1:p in disgust.
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I just don't like the program. It is not
worth the money that is being spent on 1t.
. - « How can you study Jjust one child and
help the entire room?
If we had more consultants, I think perhaps

the progrem might work, but you can't turn
people loose without something to go on,

. » .

One weskness, to my motion, was in the Uni-

versity sending a different consultant at

each meeting. . . . One would tell cone thing,

and the next month someone else would con-

traﬁict 1tl - . L]

There is nc change in me theat I can see. I

try to work with all my pupils instead of

with Just one.

The one commoen thread thet seems to run through
the negetive responses is that offeeling toward the nme-
chanics of the program. JIf the feeling 1s not directed
against consultants, the most comnmoen source, there are
objections raised to the time of meetings, time required,
location and number of books in the library, etc. Persons
responding favorably seemed, on the other hand, to have
more difficulty in stating exactly why they found the
program helpful. They usually mention “"more understand-
ing” of children ae one of the major bvenefits. Perhaps

the man quoted in Interview No. 5 as saying, "We're trying

to figure out why the fellow did what he 4id instead of
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being brokenhearted that he did it," comes most nearly
to expressing 8 desirable outcome to the program. The
search for underlying csuses was mentioned also in In-
terviews Nos. © and 7, individuals who reported an un-
favorable over~all impression in 1950, but changed to
favorable in 1951. These samples were repeated almost
as a pattern in all interviews reporting favorable feel-
ings in 1951 interviews. It would seem that increased
sclentiflc knowledge leads to increased appreciation for
some teachers.

On the other hand, there were two who reacted in
a negative manner toward Child Study at the end of their
second year, after having reacted favorably in 1950. In-
terview No. 8 represents some of the most commonly ex-
pressed ideas for these people: (1) a let-down feeling
after the first year--perhaps a resalization that scien-
tific information was an increasingly important phese of
the program, {2) a feeling that "experts"” were needed,
(%) an inability to see s carry-over of human development
concepts into daily eclassroom work, and (4) a resentment
at giving time to in~service work. Interview No. 9 1is the

second~year response of the wife of the respondent in
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Interview No. 3, on pege 153 of this study. This indi-
vidual responced favorably in 1950, after an unfavorsble
feeling at the beginning of the program. The complete
reversal of feeling is interesting, especially in light
of the husband's two interviews in 1950 end a scftening
attitude in 1951, when he preferred to have his interview
regarded as his own opinion; when he said the second-~year
program w&s a big improvement over the first, and when he
recognized possibilities to the program with "a little
different approsch™ and with "men from the public schools
that know what we're up agsainst.” These reversals in
feeling toward Child Btudy present only one reason why it
hes been felt that a study of the emotionally centered re-
actions to the program might prove exceedingly valuabdle
for future reference.

Within the scope of this study it is not feasidble
to devote more time to the feeling responses of interviewees.
There are still four areas to be examined: (1) reactions
to the mechanics of the program, (2) feelings regarding
changes in the teacher and/or her program, (3) responses
tabulated to the questionnaire, and (4) the results of

study of anecdotal records kept by teachers during the
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two-year period, 1949-1950 and 1950-%1, accounted for in

the interviews.

Resetiong to
the mechanics
of the program

Teachers were asked, in both sets of interviews,
to respond to (1) consultant service, (2) time and length
of meetings, (3) library service, and (&) organigstion of
the progrsm, including the use of group leaders. 8ince
there seems to be no purpose 1o be served in arranging
these responses in tabuler form, due to the extreme d4i-
versity in the manner and wording of responses as shown
in Appendix A, these responses will only be enumerated.
It will be noted, however, that many who responded in a
menner to indicate favorable feelings toward Child Study
will be seen to be adversely critical of parts of the
mechanics of the program. The reverse is also true.

Mr. L, whose Interview No, 3,was one of the most bitter
sgainst Child Study as a "pseudo-science” and "mumbo-

't

Jumbo," admitted that he enjoyed meeting with his group,

while ull the time railing against the program and its



175
implied threat that he would, if he remained in teach-
ing, probably have to go back to school and "take a lot
of psyechology."

Perhaps the ares most severely ecriticized in
statements from interviews wag that of consultant service,
Some of the comments regarding consultants, times f
nmeeting, and other phases of the program emerging from
an analysis of the interviews are guoted:

1. Consultants were regarded as being "helpful”
by 40 of the first-year people interviewed; 20 felt con-

sultants were "not helpful enough,” and 4 persons regarded
consultants as being of “"inadequate quality,” while 3 said
that consultants were not always helpful. Among specific
complaints about consultant service, the following were
most frequent: (1) not specific enough, (2) too much
variety in consultents, (3) needed different consultants
for the purpose of getting different ideas, (%) consul-
tants did not give goals and/or purposes, and (%) con-
sultants should talk more to entire group, not Jjust leaders.

2. Consultants were favorably regarded by L2 of
the same people in the 1951 interviews; 12 people com-

plained that consultants were not specific encugh, and 5

accused them of "talking over the heads of the group.”
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In the second-year interviews, however, there were ng
references to inadequacy or lack of helpfulness on the
part of consultants. Lack of specificity 1s the chief
ccemplaint; sand that usually stems f{rom the pericd of
closing out of records, according to an intensive ex-
amination of the interviews. Awmong comments about con-
sultant service, the second-year people said: (1) con-
fusing information from different consultants--two re-
spondents saw this situstion sas good in that it resulted
in thought on the part of participants, (2, purposes not
explained clearly enocugh, (3) there were 26 persons who
felt that more consultant service was needed, not in 1it-
self an unfavorable reasction t¢ consultants and their
work, (4 four persons wanted the sasme consultant during
the entire year, and (5) five persons liked a variety of
ccnsultants, but stated that "some consultants are better
than others.’

3. Not 8l1ll respondents indicated their feelings
regarding scheduling of meetings, but the following were
noted, with numbers in parentheses indicating the number
of persons sharing the opilnion: meetings setisfactory
{22}); meetings on school time were liked {(10)-- were not
liked {(4); length of meetings was approved (7); and need

more frequent meetings (6.
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k., decond-year participants approved time, fre-
quency, and dsy of meetings (45). There were scattered
statements as to the value of meeting in homes, the
value of meeting at night, snd the advisability of the
school furnishing part released time for meetings.

5. First-year participants regarded library serv-
ice as not being sdequate becasuse of number snd/or loca-~-
tion and selection of books, with 26 responding thus and
16 disagreeing. Twelve persons indicated they had done
no professional reading, and 7 saild they were unawvare of any
library services. There were 4 comments as to need for more
direction in reading.

€. BSecond-year people in the number of 23 found
library services ample, while 16 complained of location and
choice of boocks. Only 9 indicated noe reading, and there
were conments on need for more pericdicals, need for more
time to resd, and need for direction in reading, with 2
people s8till asking for direction in the second year.

7. Both first-and second-year interviews showed
about an equal division as.ﬁa feelings toward group lead-
ers with regard to their csapabilities. There was an equal

division 88 to expressed need for better leaders. First-year
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people were inclined to be more critical of leaders than

were those in second-year child Study.

Changes in teachers
and in program

The third section of thé interviews being studied
should be most revealing. In it, the interviewvees re-
sponded t0o the question, "What changes do you feel have
taken place in you, your teaching, or the program of the
school as a result of Child Study?’"” The following re-

sponses were elicited from Tirst-year people:

1. No changes 6
2. Improved relations between teachers b
3. Improved teacher-parent relations b
4, Improved teacher-pupil relaticns 1%
4. Increased emphasis on testing for
counseling ‘ L
6. More home contacts 6

7. Reserving of judgment regarding any

behavior ’ 1k
8. Improved technigues in Child Study 12
9. More democratic classroom procedures 20

10. More concern with meeting needs of child 18
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Second-year participants responded regarding

changes as follows:

1. HNo changes 8

2. Changes in methods of teeching because
of more understanding of aress af-

fecting development of child 10
%. More home contacts T
k. Better parent-teacher relations Q
5. Improved teacher-pupil relations 27
6. Improved technigues imn child study 2k
T. Improved teacher-teascher relations 18
8. Use of records improved 8
9. Better school-community relations 10
10. More and better group discussions of

teschers k

Resistance to _change

If, as assumed, there are resistances offered
to change, there should be & patterning in the expressed
objections of teachers to guch change. Examination of
the mass of comments cowming from the interviews and repro-
duced in part in Appendix A, shows that the following

comments seen to recur with most regularity:
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1. I have always studied children,
2. I had a course in college Just like this.

3. There are things in snecdotes that are not
ocur business.

. There 18 pnothing we can do about children.
. This will not help me teach my subject.

L
5
6. V¥hat good will it do to study one”?
7. ¥Ho solutions are ever glven us.

8

. This is good for beginners--I've taught =
lot and 1t has nothing in it for nme.

9. We need more consultants and more lectures;
elso we need more definite imnstructions
as to what to expect and what to do.

10, At first it was all very confusing.

Administrators' reactions
to program

As explained earlier in this study, the responses
of administrators were not included in this study proper.
It 18 only fitting, however, to compare the responses of
principals and other administrative personnel with those
of classroom teachers,

O0f L9 administratore whose interviews could be

regarded s8s definitely positive or negative, the following
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results were observed: (1) 42 gave unquelified endorse-
ment to the program and 1ts observed results, and (2) seven
princivals indicated an unfavorable attitude toward the
program. Thus, s shown in Teble 1, a total of 85.7 per
cent of asdministrative personnel reported favorably. This
percentage compares with the total of 71.8 per cent of
claessroom teachers reporting favorsbly,

Excerpts from the comments of administrators re-
veal some interesting statements. Among the favorable
comments were such as:

1. The program has been good for us. My hat is
off to sanything that can make tesachers more

aware of the individuality of a c¢hild and of
the way he grows up.

B

. This is the finest thing our schoocl has ever
done, I began to see 1t lest year, and I be-
lieve no other program could have accomplished
50 much.

5. The things brouzht out in Child 8tudy are
basic., Our teachers had been asking for sone-
thing practical, and this is it, as far as we
are concerned,

L, Some of my teachers griped at first, but only
three or four out of thirty are dragging their
feet now.

I have kept a reccord for years of discipline
cases sent to my office. This year the list
has been much shorter., Teachers seem to be

delaying action untill they examline evidence,

i
.
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. The number of pupils sent to the office by
teachers this year is less than half what
it was two years ago; I actually keep
records every year. Anything that will
cause a tesacher to look for the causes of
g child's behavior will cause her to be a
more understanding perscon.

7. We feel that our aim of "every teacher a

guidance person” is being helped by Child

Study.

The comments could be extended, but the foregoing
should give & fairly good plcture of the over-all atti-
tude of administrators.

With reference to the mechanics of ithe program,
principals approved of length and time of meetings, 1i-
brary fecilities, use of group discussions, and use of
local rescurce people and their supplemetation by out-of-
system consultants. There was a distinct trend fevoring
the continued and increased use of releaned time for group
meetings. Severel principals menticned the need for ad-
ministrators to participate on & peer basis 1If the pro-
gran was to become as effectlve as 1t needed to be.

There were some comments to the effect that con-

sultant service was needed more often, fourteen of the

group expressing this feeling. ©On the whole, however,
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the quelity and gquantity of consultant service received
the approval of the principals. It is interesting to
note, in this connection, that teachers were often bit-
ter as to the general ineffectiveness of consultant serv-
jece. This should be & point for continued investigation;
perhaps consultants and resource pecple spend too much
time with school administrators, thue giving them a bet-
ter concept of the program as well a2s increasing rapport,
end not enough time in the classroom with the individual
teacher.

The topic of group leaders came in for some com-
ment. Suggestions embodied increased guldance for lead-
ers, increagsed care on the part of groups in the selection
of the locel leader, and the necessity for the principal
to "let the leader do the leading" rather than inadvertent-
ly or purposefully taking over hLer duties as he meets
with the group.

Principals who approved of the Child Study pro-
gram were usually more able to give specific reamsons for
their attitudes than were teachers. Some general com-

ments regerding individusal benefits follow:
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It helped me with parent conferences.

I learned to look into a child's backgrouad
for an explanation of his behavior.

It showed me that I should study the child
first snd then the subject matter of the
curriculum.

It helped me to study nyself and caused me
to ask the question in many situations, "Was
I respongible for this?" What I learn sbout
one child permeates to others.

Now I see pupils as individuals--good and
bad--and accept them,

As to the sctual changes which principels pro-
to have observed in teachers and in the instruc-

program, many comments were sc stated as to fall

into definite categories. The exact statements have

bteen taken with the number of people responding being

given in parentheses. It must be noted that several

people

made multiple statements (e.g., one principsl

used expressions 1, 4, and 6 in his interview). The

most frequently stated comments were:

Better teacher-pupil relations 13
Better teacher-teacher relations 2%
More home contacts 18

Better discipline 15



%, Better tescher-administrator relations 14

6. Better‘technique in working with
classes 18

T. Better school-community relations T

There were many other scattered comments which
could have been easily and fairly interpreted to fall in-
to one of the above categories of remarks. There wvere
alsoc some exact wordings used repesatedly which were s0 am-
biguous as to be relatively meaningless; for example,
eleven said, "We can see changes in teachers,"” and often
went no further or used one of the seven listed sbove later
in the interview. "Helps 1in better understanding 6f the
child"was also used eleven times.

There were some comments with unfavoradle conno-
tetions, in addition to several comments from principals
who said there were no observable changes in their teach-
ers. The three unfavorable connotations were (1) "Teach-
ers Jjust did not respond as they might have," (2) "There
will ve lower mchievement grades becsuse of lack of time
for tesching,” and (3) "The youngsters don't mind as

wvell."
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The sgecond instrument used in this study waes a
questionnaire administered to the fifty-nine persons who
have also responded to the interviews. A discussion of

this device follows:

The Questionnaire

Introduction

Between the use of free-response interviews and
the analysis of Child Study records, it was decided to
interpose a questionnaire directed to perticipants. The
purpose of the questionnaire was twofold: (1) to compare
each of the instruments, interviews, gquestionnaires, and
records as devices for revealing the feelings of parti-
cipents toward Child S5tudy and the results from participaQ
tion in such & program; and (2) to inject an additional
question designed to test one of the hypotheses: "Would
you, on an over-all basis, say that Child Study had met
your needs as a teacher?"”

Teachers were asked to respond with a simple

"

check to "yes" or "no" as related to each of the items

of the questionnaire. Answers have been sought to add
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further insight into the favorsble-unfavorable responses
tc participation in Child Study; to check further the de-
gree to which Child Study may have functioned in meeting
the needs of teachers; and to compare the willingness of
teachers to participate further wiih thelr over-all re-
sponse to participation.

Two items should be taken into account at this
roint. First, the objection might be voiced that the gues-
tionnaire limits to & yes-no response, and that it would
have bheen a beitter device had 1t been constructed con the
nature of a rating scale. The value of a rating scale can-
not bve denied, but it would, it seems, not it entirely
inte this study for two ressons: (1) the major purpose of
the study 1is to investigate favorable and unfavoragble re-
sponses to participation in Child Study, with nc elements
of a gradation of feelings involved; and (2) 1t was be-
lieved that a yes~-no type of response would perhaps be
most likely to capture, as nearly &s 18 possible in a
raper-and-pencil type of response, the feelings of the
persons responding ss well as their more calculated answvers.

The second considerstion deals with the identifi-

cation of needs and the Iinfluence of needs haeving been met
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upon expressed satlisfaction or dissatisfaction with the
program of Child Study and upon the willingness to con-
tinue the program. It could be pointed out here that an
incident occurred only recently which has led this in-
vestigator to question the validity of the hypothesis
concerning the meeting of needs end feeling towsrd the
program., A statement was msde early in the present school
year by a group of twelve high school teachers in Temple,
Texas, a school which dces noct figure in this study, which
said in effect, "We have had two very unsatisfactory years
in Child Study. We think the main causes lay in the in-
effective use of consultants. WVWe believe, however, that
there are things in Child Study which can be of great bene~-
fit to us, and we would like to continue with a third yesar
of the program." As &2 result, they are working on their
own time, without college credit, in the third year of
Child Study. Statements such as theae lead to a question-
ing of the influence cf needs, and consideration will be
given to that hypothesis in more detail in the chapter

to follow.
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Date from guesticonnaire

The data from the guestionnaire will be presented
in the following teble; and the number of responses will
be indicated, with reference to be made to the totals of
satigsfactory-unsatisfactory responses as indicated in
Table 2. It will be recslled that the adjustment of re-
sponses a8 indicated in Table 2 resulted in a total of 37
positive and 22 negative statements regarding participa-~-
tion in Ch1ld Study.

The table below accounts for the responses to
each of the twenty-six separate items of the questionnaire.
The results of these questions will be treated more Tully
in Chapter V. ! The fact that many more of the items were
enswvered positively than were indicated in the first-year
interviews might indicate that a fairly high degree of
correlation might be expected between the gquestionnaire
and the interviews. The data will also be examined for
evidences of teachers' awareness of changes in classroom
procedures and increased understanding and scceptance of
the basic concepts of human development as shown in eanswers
given to the questionnaire. Evidences of such awareness

will be further examined in the light of analysis of
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RESPONEES TO ITEMS OF QUESTIORKAIRE
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Item Yes Ro
1. Approval of Child Study Ly 15
2. Veoluntary participation £5 3
3. Meetings, time and place, satisfactory 3% 24
4. Enough consultant visits he 17
5. Preference for regular consultant Lo 10
6. Consultants sufficiently helpful 32 27
7. Child Study has met needs 43 16
8. Benefit from keeping esnecdotel records ko 15
9. Study of one child--value in working

with entire class 33 26

10. Every human being unique 51 8

i1l. Every human being velusble L3 16

12, All behavior caused 50 9

13. Ceauges of behavior multiple, complex,

inter-related 5k 5

1%. Behavior must be accepted 39 20

15. Benefit from reading 23 36

16. Leadership satisfectory 27 32

17. Help in understanding and reccgnizing

individual differences Ly 1

18. Behavior symptomatic s 14

16. Using information before passing Jjudg-~

ment on behavior 4o 19

20. HNeed for home and community background Y2 17

21. Changes in classroom procedures 34 2%

22. Use of group work more satisfactiorily 36 2%

2%. Use of pupil-planning 28 31

2k, Work better with fellow teachers 25 20

25. Teach "fundasmentals" more effectively 37 22

26. Perticipate in further Child Study 4o i7
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records. This analysis of records kept by teachers will

follow in the next secticn of this chapter.

The Records

Teacher responses and
evidences in the records

As has Veen explained before, teachers perticipst-
ing in Child Study keep anecdotal records of behavicor ob-
served on the part of a c¢hild chosen feor study. These
recerds, while devoted to the recording and arnalysis of
the observeble behavior of children, also reveal much of
the way of working of the teachers wno keep them. If the
Teeling of & teacher toward Child Study 1s favorable, the
assumption has been held that she will make greater effort
to keep the sort of cobjlective recording of anecdotes deemed
to be most fruitful. It has alsc beep assumed that the
teacher will reveal, in the record kept, a better under~
standing and acceptance of the basic concepits of human de-~
velopment if she 18 in sympathy with the program and 1if
her feeling toward the program is positive. To test tue
hypotheses derived from these assumptions, the records

kept by the respondents to the interviews were carefully
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examined, first for evidences of a better understanding
of the mechanics of the Child Study prcogram as repre-
sented by number of anecdotes, tihe scope of the record
as revealed by variety of sgituations irn which the teach-
er observed the child and recorded behavioral incildents,
and the way in whleh the record was wused in the listing
of patterns, the formulation and checking of hypotheses
concerning patterns, and in analyzing the behavior c¢f the
child on the basis of recorded anecdotes. Second, the
records were exsmined for evidences of increased under-
standing of the basic concepts involved in human develop-
ment. Tabulations were made on the basis of positive and
negative responses to the interviews to determine the d4if-
ference, if any, existing Iin the way teachers kept anec-
dotal records compared with their responses. Records were
read to determine the following l1tems considered signifi-
cant in teachers'® mastery of the fundsamentals of records
kept in the program of Child Study: (a) number of anec-
dotal entries, (b) scope of the records as regards types
cf situastions in whiech the behavior eof children was re-
corded, (c) adequacy of background material secured during
the study, {(d) completeness of snecdotal recordings as to

setting, acticn, and follow~up, (e) ob )ectivity of recordings,
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(f) use of anecdotes in seeking out patterns of behavior
on the part of the child, (g) formulation and testing of
hypotheses through supporting evidence, and (h) develop-

ment of s8killes in closing out raecords.

Use of resaders as
Judges of records

Assistance was given by members of the Extension
Teaching and Fileld Servicesz staff of the Division of Ex-
tension in determining the adequacy o¢f records chosen at
random. Readers were asked to Jjudge samples from the
records chosen on the vasis of adequacy of reference to
background material {(Table 8), and their Jjudgments vere
compared with that of the investigator. An agreement of
g2 per cent was reached on this item, with five records
chogsen at random and reed as to background materisl
gathered for the study. Agreement of 94 per cent was
reached with regard to completeness of anecdotes (Table 11),
using the same records. Other items examined were specific
enouzh to obviate the necessity of the use of judges, con-
sisting in the main of simple counting. The percentage of
agrezament was deemed sufficiently high to warrant the in-

ciusion of {(¢) and {(d) in the study.



Eumber and distributicn
of entries

It must be remembered that certain people were
lost from the initial results of the first-year interviews,
and there were several cheanges., From 40 positive and 27
negative responses in 1950, 8 people were dropped in 1951,
leaving 37 positive and 22 negative responses. Gf these,
2 perscns chenged their feeling from positive to negative,
and 6 persons changed from negative to positive, giving a
net gain for positive over negative of 4 persons. Table B,
which follows, will therefore show a discrepancy with Table 2
in totale, since the records of persons interviewved in 1650
who were subsequently not included in the 1951 intervievws
were not included in the study of the records. The revised

totals for Table 2, based on Table 25, wvould show:

TABLE 2B

CONVERSION OF TABLE 2, BASED ON WITHDRAWALS AND CHANGES

—cr e 1k pma’
e T

Male Female Male Female

Totals Positive 8 29 Instead of 9 31
Negative 3 19 L 23

11 LB 13 S5h

e
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in the bveginning of the Child Study program, one
of the questicns most asked of consultants usually is,
"How many anecdotal recordings are we supposed to have?”
No amount of explanation seems to clear this polint in
the minds of first-year participants; and often, upon be-
ing pressed Iinsistently for an answer, the consultant has
responded about as follows, "There can be no set numbers;
most people try to record three or four per week."” Bag-
ing part of this study on the assumption that persons who
are interested in a program will evidence a part of that
interest in the amount of effort expended, Table 8 has
been constructed to show:the range and number of entries
and their distribution.

It is recognized, of course, that quantity is not
toc veluable & criterion. The possibility that & l1ack
of interest or am unfavorable attitude might cause a per-
son to attack an in-service program with less zeal than
might otherwise be the case i3 one that cannot be ignored.
On the other hand, there is 8 likelihoocd thet continued
effort at recording behavior might result in a more favor-
able feeling toward the program. The gquestion might here
be raised as toc cause and effect: Did (1) a more favorable

reaction to Child 8tudy result in an increased interest
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TABLE 8

RANGE AND NUMBER OF ENTRIES AXND DISTRIBUTION

(According to Type of Response)

Firet Year Second Year
Range Posi-~ Nega - Posi - Nega -
tive tive tive tive
Rumber of Entries
High 15k 137 lh; 128
Low L3 27 46 25
Meen 9h.3 T0.2 96 .1 63.4
Frequency Distribution
25-50 2 5 1 6
50-100 12 T 10 3
100-~-125 18 T 32 3
125 plus 5 3 3 1
Totals 37 22 L& 13
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and effort in the recording of anecdotes, or (2) did the
process of inecreasing the number of snecdotes result in
a more favereble feelling towmrd the program? There is
rerhaps no point of disagreement in the final analyeis;
but it can te stated thet participents in Child Study,
while encoureged toc see and record behavior in as many
and as diverse gituations ag practicable, were never as-
signed the task of collecting any given number of anec-
dotes., Cuggestions were made, but garticipgnts vere svare
that volume would not be too heavy a determinant where
credit was concerned. In sddition, & "blanket" grade was
always given wvhere credit vas desired; and the person who
wrote voluminously would not receive reward in the nature
of higher grades. Further discussion of Table 8 will be

presented in a succeeding chapter of this study.

Scope of records

To secure an asnalysis of behavior that will bve
meaningful, it is generally assumed that a child should
be observed in a veriety of situations. Child S8tudy con-~
sultants continually emphasize the fact that a child will

behave differently ss the demands of the situetion and the
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expectancies involved temd to alter., It was, therefore,
assumed that there would be a variation in teachers' con-
cepts of the scope of a record and the desirability of
the inclusion of many aspects of the 1ife of 2 child and
that this variation would reflect the feeling of the in-
dividunl teacher toward the program. For the purpose of
investigeting this asssumption, the anecdotes were tabulated
under the following headings: (1) anecdotes coming from
the classroom situation, (2) anecdotes recorded as having
come from the playground, (3) anecdotes from the home,

(1) situations recorded from sources other than ithe honme
or school (e.g., a casual meeting on the street, in a cafe,
at church, or any one of many such situations), and (5) anec-
dotes supplied the participants by other adults, including
parents, other teachers, and acquaintences of the family.
For this tabulation a total of 3,491 anecdotes
were considered from people responding positively at the
end of first-year Child Study; 1,545 were checked from the
records of negative respondents in first-year work. The
second-year people who responded fevorably wrote a8 total of
4,338 anecdotes, and those unfavorably dispesed wrote a
total of 824, The percentasges of anecdotes from each situ-

ation are to be found in the following table.
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SOURCE OF ANECDOTAL MATERIALS
{According to Type cof Response)
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Bource of First Year 8S8econd Year
Anecdotes Posi - Nega- Posi -~ Nega-~
tive tive tive tive
Per Cent of Total
Classroom 64 76 5] 71
Playground 27 20 28 23
Home 4 1 10 1l
Situaticns other than
home or school 1 1 5 3
From other adults 4 2 % 2
Total 100 100 100 100
Total number of
anecdotes 3,491 1,545 4,338 824
Total nuwmber of
37 22 L6 13

respondents




Background material

With the importesnce of the teacher's use of csase
history material in the background of the child being
studied, it was felt that a survey of such material wvas
needed if there was to be an estimate made of the total
influence of feelings upon records kept. To that end,
background material for each of the 118 records was read;
and references vere Jjudged as to their adequacy in such
materisl as (1) previous health record, including an esti-
mete on the child's raete of energy output, later to be
gubstantiated in the record itself, (2) reference as to
the physical appesrance of the ¢hild, {inecluding grooming,
(3) references as to the apparent physical, social, and psy-
chological maturity level of the c¢child, also to be sub-
stantisted later, (h) & deseription of the family constella-
tion, (5) a description of the family's way of life, to be
supplemented where poesible by & visit to the home, (&) an
objective comparison of the child with hie peers, (7) in-
formation secured from schocl records, and {8) information
from other teachers, with statements as to their evalua-
tion of the child.

In the determination of sdeguacy, the judges were
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aesked t0o read sample records and Judge simply as to ade-
quacy or inadequacy on the basis of what was considered
the most desireble and beneficial sort of information
which would come under the eight headings listed in
Table 10. The amount of disagreement with the judgment
of the investigstcor wes less than 1 per cent. The low
percentage of teachers with information regarded as ade-
quate perhaps indicates that standards were set too high,
but 8 purely srbitrary scale asimed at the most desirsble
content possible was beling used. Perhaps many tesachers
would have secured much more information had the importance
of such content been stressed even more than it was. The
rigse in inclusiocn rate for the second yesr indicstes that

this 4is perhaps the case.

Reascons for selecting
children for study

An interesting sidelight can be developed briefly
here. Teachers ususlly give some reascn for the selection
of the c¢hild wvhom they propose to observe. More than cocne-
half of the teachers in first-year Child Study were ap-~
parently attracted to the child because of a felt need to

help in some problem they believed poseessed by the child.



BACKGROURD MATERIAL OF RECORDS,

TABLE 10
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PERCENTAGE OF TEACHERS'

RECORDS WITH ADEQUATE BACKGROUKD
(According to Type of Response)

Adequete reference

First Year

Second Year

to Posi~ Nega - Posi - Nega-
tive tive tive tive
Per Cent of Total

Eealth Record 53 4o 67 h2
Appearance 76 &7 8¢ 72
Maturity 38 11 56 12
Family Constellation 6k 21 79 22
Family Way of Life 53% 13 Th 12
Child and His Feers Lo 26 85 %8
Sehool Records 56 5% Th £9
Information from Other

Teachers 5G 37 6k 58
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This number dropped sharply in the second year, for both
those who reported favorably and those wvho reported un-
favorably. 1In the interviews, specific comments were
made by negative teschers in many instances, complaining
that thelr records were made dull and uninteresting be-
cause they were "not allowed to select a problem child for
study.” A few teachers who responded fsvorably made the

comment, but they were ocutnumbered in the ratioc of 5 to 1.

Selection of names
for children studied

The selection of fictitious names alac provided
an interegting item of speculation to the investigator
and those who aided him in the study of records. A first-
year teacher in one group, for example, called her study
by the name of "Verse Suite, " because she said that the
girl was such a eweet child--a reflection of the teacher's
evaluation of the child before having sany knowledge of
the child. Another teacher, member of a colored grcup in
Midland, cslled her subject "Little Rip."” She explained
that his cutstanding characteristic was sleeping. He was

&8 second-grader, and the grouyp made many guesses as to the
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possible reasons for the child's sleepineas. After about
three months, this Investigatocr again visited the group.
The teacher announced that she had discovered the cause
of the child's somnolence; he had, several months before,
discovered that he liked the sour taste of aspirin, and
had been taking espirin from home and sucking them in
class. After the teacher had talked with him and with
the parents, Rip became a much more alert child, Records
of fifty-nine persons, over a period of two years, contain
many such examples of evaluative, descriptive terms em-
ployed in the background of the child's history, examples

which are too numerous to list here.

Completeness of records

A further study of records wae maede on the type
of anecdotes appearing in teachers' observations, based
on their completeness. In an effort 1o gein objectivity
in recording, it is noticeable that many teachers frequent-
ly enployed ccnversation only. Certaln teachers have said,
in groups, that they did so to aveoild writing s record that
would be "all wrong." Others have been similar to "Sarah

came up to the desk and asked a very intelligent question
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concerning tomorrow's assignment. I felt quite pleased,
because she ususlly has no interest in her work at alli."”
S5ti1ll other teachers, particularly in the elementary
grades, cmitted giving the setting o¢r perhaps the follow-
up of possible comments by other pupils, or omitted other
pertinent items in the anscdotes whickh would have wmade
the record much more meaningful. These three types of
cmissions have been checked ageainst the record fa? employ -
ment of full anecdotes, those which provide a setting, an
objective description of the action which took place, and
2 follow-through on the reaction of classmates or teacher.
Table 11 presents the results of findings as regards con-

pleteness of anecdotal recordings expressed in percentages.

Phrasing of patterns

During the course of group meatings, 1t wvas often
observed that mewmbers seemed to have difficulty &t times
in formulating phrases for identification of patterns of.
Yehavior. For exanmple, 1t was quite common for first-
Year participants to use the phrase, "Is secking attention,"”
& description of behavior. With aid from leaders, resource

persons, and eonsﬁltants, Progress was usually made in



COMPLETENESS OF ANECDOTES
{According to Type of Response)

TABLE 11
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aorasn

< e

Type of Anecdote Firet Year Second Year
Posi-~ Negea - Posgi-~ Hega -
tive tive tive tive

Per Cent of Total

Conversation only g 12 B 19

Action only 18 21 10 24

Incomplete anecdotes 3y bl 21 ke

Complete anecdotes 59 23 84 11

Totals 100 100 100 100

il
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differentiating between descriptive and interpretive
vhrasing. It wae found, upon checking the records kept
by first~year participants, that individuals who responded
positively as to thelr feelings regarding Child Study ex-
perlenced difficulty fsr less than did those people who
responded negatively. Taking & complete count of all pat-
terns of behavior listed, favorable respondente failed to
uge descriptive and objective terms in 9 per cent of peat-
terns listed; negative respondents experienced this 4if-
ficulty in slmost twice as wmany caeses, 17 per cent to be
exact.

Further, in reading the records of all first-year
persons included in this study, it was discovered that
only 5 per cent of the pecple expresging satisfaction with
the program identified nonexistent patternms of behavior or
failed to recognize patterns present in their records; 17
per cent of the other group were offenders.

There are perhaps many other techrical itema in-
volved in the keeping of adequate Child Study records, but
those enuﬁeratad here seem to be pertinent 1in light of the
tentative hypotheses advanced as the basis of this study
in Chapter I. The use and understanding of the six-area

framevork, introduced in second-year Child EStudy, has not
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been included in this study because it has not been em-
pioyed in first-year work; and it seemed desirable to use
only those items which persisted throughout the twc years,
in order that =a confinuity night be maintained in the ex-
amination of changes which might have cccurred to greater
or lesser degree. Likewisge, the concept of developmental
tasks snd 1ts employment in the anelysis of records has

been omitted from this study.

Concepts of human development
as s2hown in records

In concluding the study of the records, s final
investigation was made to determine evidences of increased
understanding and acceptance of the basic concepts of hu-
man development. It goes almost without saying that a
better way to have arrived at such evidences would have
been through direct cbservation of the classroom procedures
employed by teachers. This was, in fact, sattempted; but
the factors surrcunding the adminpistretion ¢f in-service
education programs such as face the consultants here con-
cerned were such &5 to forbid the enployment of any such
meang of investigating teachers' understanding and sc-

ceptance of basic concepts. It became necessary, therefore,
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t0o search the records kept by teachers to determine
whether such understanding and acceptance existed, to what
degree it was present, and its relation to the feelings
of teachers about Child 8tudy, whether positive or nega-
tive.

The bagiec mssumptions for Child Study have been
stated in Chapter III. The records were carefully scanned
for evidences of teachers' acceptance of the following:
(1) Behavior is caused; (2) the causes of behavior are
usually multiple, complex, and interrelated; (3) behavior
must be accepted, if not condoned; (k) each individual is
unique; and {(5) each individual is veluable. The results

of the examination of recordsg is offered below.

Behavior is cmused. The following anecdotes from

one of the records examined will serve %o illustrate the
way in which teachers in the early part of first-yesar

Child Study tend to regard behavior:

Sammy, usually one of my prige pupils, dis-
turbed the class ell morning. He made a perfect
nuisance of himself by pushing and shoving Sue,
whe s8its Just in front of him. I spoke to hin
twe or three times, but when he continued to
"pester” her, I sent him out of the room and told
him not to come back in until he could behave
nicer.
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"What'1ll I do, Miss B?" he asked.

"Just stay out in the hall until you can
be a good citizen,” I told him,

He came back in in adbout five minutes and
was a8 model boy the rest of the day.

Later on in Miss B's record we find the following

anecdote, again dealing with Eammy:

Sammy has been on & "tear” again this
morning. He has been, as usuel, pushing and
shoving and hitting. I spoke to him sherply,
and he locked at me and got red in the face,
I've noticed that he seems worse scme days
than others. Wonder what could cause him to
be 80 aggressive? He 1s usually such a good
child, snd it puzzles me, becmuse he is such
& good student. The way 1t i1s, thoughk, he is
getting to bve very unpopuler with the other
pupils.

Anotheér entry regarding Sammy's behavior with the

other pupils follows some time later:

Sammy ceme in after morning recesgs almost
boiling. He sBald the others had ganged up on
him while they were playing football, and he
had beaten up on Gene and Tom, I ssked him to
stey after school and talk ¢ me about it.

"Why, Miss B7?” he asked, "I wssn't to
tlame. Those ‘chickens' don't even k¥now the
rules, a&and when I try to tell them how to play
they slways gang up on me, A fellow has to do
scmething.”
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I suggested to Bammy that we talk it over,
and thaet I wasn't sngry at him, but that we
negded to see what we could do to have pleasant
play periods. He wasn't happy, but agreed to
stay.

When school was out, I said, "Ssmmy, will
you stay after the othere have gone’ I need some
help to carry some things dewn to the office,
and I'11 run you home in my car after we have
finished. That way, you won’'t be late." Sammy
looked at me strangely, colored & bit, and said,
"Yes, ma'am, I'll stay.”

After we had carried some books down to the
office and I had put them in the bookroonm, we
get in my car and started out. I had never heen
tc Sammy's house, s¢ he directed. I discovered
some things I bhad never known about the vocabu-
lary of fourth grade boys. ’Ganging uvp” seemed
to mean a loud dissgreement, and "beating up” can
mean anything from argument to wrestling to actual
fighting.

Sammy 's mother seemed surprised when ve
drove up, and asked at onee, “"What's the matter,
Sammy?"” I gquickly assured her nothing was wrong,
that I had asked him to stsy and help me, and
then had driven him home. HMrse., ¥ asked me to
come in and offered me & cup of coffes Or 2 coke.
I accepted the coffee, snd we begsn to talk. 2he
seemed quite concerned about Sammy and "his
temper.”

Among the things whiceh I found out where:
Sammy's mother is considerably older than one
wvould assume for a nine-year-old; his father is
partially disabled, and wmust spend some time each
year in & nearbty veitersans hospital; Mrs. P works
to supplement the father's Iincome and pensiony
there are two older brothers; Sammy was & “"sickly
baby,"” and his mother still worries aboul his
health (he seems strong a8 a young mule to me);
he has been accustomed to having hls own way
pretty much; the older brothers asare critical of
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the things that Sammy is allowed to do; the
mother 18 very much determined that Sammy get
an education--"so he won't have to work so
hard snd may be adble to get along better than
we have; he's & smart boy, Miss B, but I Jjust
don't kncw about thet temper.”
Idid some talking, but not much, since
Mrs. F was really "wound up.” I believe, how-
ever, that I have seen Semmy Iin a new light.
Maybe there are some reascons for his aggressive
behavior.
I am going to test out some things to gain
his confidence and see 1f I can get at this
sort of behavior through what may be the causes.
These anecdotes, and subsequent recordings not
quoted here, serve to illustrate a teacher's progress
toward the understanding that there are ressons for the
things that pecple do~--"Behavior is ceused."” In the analy-
sis of records, this would be listed as positive progress
towvard understanding of this basic concept. This teacher
progressed, through a periocd of four months covered by
the three anecdotes quoted, from (1) a summary treatment
of syuptomatic behavior, to (2] an inquiring attitude
which implied that there might be reasonsg for Sammy's be-
havior characteristics, and on to (3) an attempt to seek
out causes rsther than to speculsate and a degire to ﬁry

cut some ways of working with the boy in an affort to aid

him in determining acceptable behavicor for the school
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situation. It would be fine to be able to reﬁort that
she was able to convert Sammy into & "model” pupil. Buch
was not the case, but she did gein understanding, and she
reported in her interview, "I did not succeed as much with
my sublect as I had wanted to; but next year I sum going
to start lceking for the causes of behavior earlier, and
never agein will I refer to a child as mean or lazy.
There sre always things which cause them to seem that way
to us~--this much Child Study hes taught me. Maybe next
year I cen come closer to figuring out wvhat I, as the

teacher, can do to help the child.”

Causes of behavior are nmultiple, etec. The ex-~

amination of records for evidences concerning this concept
eventusally arrived at study of the number of hypotheses
offered for behavior patierns and of the recogniticn of
developumental tasks and their treatment. Teachers, by

and large, who made progress towerd acquiring this con-
cept could be Been to progress from a one-cause hypothesis,
based on overt behkavior, to multiple hypotheses offered

t0o explain bvehavior patterns. There was also an increased
tendency to examine the background evidence more and more

as furnishing poseidle causes, end & definite trend of
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increnging Inforzation by home vigits, talks with other
teachers, and examination of school records, especially
when the teacher became awars of and was willing to sd~
mit t0 8 peucity of informaticn upon which to bhase ten-
tative conclusicns. In the second year of Child Study
there was 8 tendency, among thoee teachers regarded as
having progressed in understending of basie conecepts, to
use samples of the child's creative work and to rely upon
interest inventories, soclogreams, and othor devices to
broaden the teacher's understending of the multiplicity

of causes.

Behavior must be accepted, etc. There are evi-

dences in the records of progress made by teachers toward
acceptance of the behsvior of &8 ¢hild 83 a part of his
being, even though the teschers may show sgtrong evidences
of not having approved ¢f the behavior. This movement
tﬁward‘acc@ptan¢e is usuelly marked by evidences of strug-
glies to alter thasilyr velue~systems 1in order to rasgard be-
havior ag a gymptomatic manifestation of inner feelinga
und tensions., There sre, in the records, many csases

where the teacher found it impossible to accept either

the behzsvior or the child., On the other hanrd, there are
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in the records, instances where a teacher has been able
to meccept the child and to work towerd the alterstion of
behavior. One such ecase is that of Henry, & fifth~grade
boy from a scocislly prominent famrily, an only child who
was not able to control his emotiong. His tantrums and
punishing tactics, self-directed, made him an object of
disapproval on the part of his peers. Originally chosen
g8 a child te study becasuse o0f his quiet, emsger-to-please
attitude, he guickly became his “true” self. Investiga-
tion revesled a demanding father and sn overprotectlve
mother, vith expectancies of the child which were beyond
his competency. This teacher, the pupil, and his age-
mates s8ll worked together in an open, matter-of-fact ap-
proach to the problem of Henry's behavior tectice. Final-
ly, Henry himself came up with the suggestion that he be
given 8 "pouting room"” to which he could retire when he
needed to sulk or have s "temper-fit."” His disturbences,
within a few months, became noticeably fewer and less
viclent, t0 the extent that the mother talked with the
teacher regarding the change iu Kenry et home. This second-
year teacher not only accepted the child along with his
characteristics such a8s gige, coclor ¢f hair and eyes, and

behavior; but she was also s8killful enough and understanding
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enough to accept his behavioral charscteristics and to
work through and with the peer-group to bring about de-
sirable slterations in formerly unacceptable behavior

patterns.

Each individusl is unigque. ®vidences of in-

creased understanding and acceptance and usage of this
concept are less evident in the records becsuse of its
tendency t¢ be buried In classrcoom procedures. The use

of interest groupings, pupil-teacher pleanning, seeking

of consensus rather than majority rule, individual assign-
ments, and similar devices were sought in the records.
There seems 0 be & decrease in the use of the technique
of mess-assignment of lessons, and a corréspanding increase
of individual assignment of tasks in records of teaghers
thought to have made progress in this concept (s well

as a corresponding increase in treating disciplinary meas-
ures individually). The tabulation presented later will
indicete the guantitetive results of the survey as it ap-

pPlies to this area of understanding and acceptance.

Every humen being is valuable. The following

anecdote will serve to i1llustrate a teacher's experience
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with the maintenance and enhancement of 2 child's self-

concept and self-respect:

Tragedy has struck in Missg Prim's house-
hold. The shack where she &nd her eleven
brothers and sister and father and mother lived
has burned. They were all st the drive-in,
and apparently an o0il stove exploded. Every-
thing they had was destroyed, and what will be
done is 8 mystery. Miss Frim wasn't at school
today.

The following day, the teacher has recorded in a
lengthy snecdote the action taken by the clmss, an setion
which geems to point cut the reasligamation of the value of

this one individusl to her teacher:

The girls wvere talking today sbout HMiss
Prim and the fire. The generel topic centered
around the guery, "What can we do?” The school
and town authorities, as well as certain groups
have come to the rescue by "farming ocut” the
children and by collecting clothes and food,
as well a8 household articles. The family heas
been instmlled in & large vecant old house and
1s fairly comfortable at the moment, or will
be as soon as enocugh beds have been collected
for the family to sleep all together again.

The class, the girls rather, decided that
each would bring whatever money they could
spare out of allowances, etc., and three girls
said they could bring clothes which were out-
grown but almost new., Barbara, alwvays one to
sepeak up, said, "Gee, I'd certainly hate to be
in her [Miss Prim’s] shoes. Having to weear
someone else's clothes.” The girls protested,
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but I certainly d4id some fest thinking. Final~
1y, I thought I had worked out a plen, and I
agsked the girls to meet me at afternoon recess
to talk the whole thing over. We decided on &
plan to put into effect the next day. . . .

When Miss Prim came up on the schocl
ground the next day, she was greeted by the
three girls chosen as the welcoming committee.
She was led into the room, and Sally made 8
little presentation speech, saying that the
girls had been thinking of her and wanting to
help, and that they had decided she wouldn't mind
if they gave her some skirts and sweaters which
wvould help out until her folks could get settied
after the fire.

Miss Prim seemed overcome with her gifts,
and they were nice. Some of the things had hard-
1y been worn ~-~-It is amazing how wmuch children
can feel toward one who has had a misfortune.

Three girls, alresady chosen, then carried
Misg Prim down town and, using the allowance
mnoney, they bought her a newv pair of school
shoes snd &ll came back to school, arm~-in-arm.

At recess, I spoke to Miss Prim and teld
her that the girls had wanted to 4o these ithings
for her becsuse they loved her as a classmate
and a friend, that they had given proudly, and
that I hoped she would wear all the things Just
ag proudly as they had beer given. She ecried,
and announced that she certainly wvould. I'm
afreid I cried s little bit, too.

It would be pointing up the obviocus tu dilscourse
at this point upon the teacher’'s working at the Jjob of

preserving the child's ego. Many such examples are, of

courge, avallable in the recordg exanined. There remains
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to be seen the connection, if any, between the feelings
of teachers towerd Child Study and their acquisition of

the basie concepts of human development.

Tadbulation of results

The technique used for collecting datas iIn the
area ¢f increased understanding is a simplification and
condensation of that employed by Greene (57). This in-
vestigator served &s one of the Jjudges mentloned by Greene,
and 1t i3 felt that the experience 80 gained and the re-
sults obtained by the study tends to validate such 2 tech-
nique when employed, with modifications, in the study now
being developed. The evidences 1In records ¢f teachers’
understanding and acceptance of basic conceptis sppear in

Table 1Z2.

Sunmary

Chapter IV of this study has presented the results
of investigation of teacher reactions, positive and nega-
tive, to 8 progream of Child Study, and hasg attempted to
connect the feelings indicated by teachers toward the program

with their performance in (1) understanding and executing



TABLE 1@

EVIDERCES IN RECORDS OF TEACHERS' URDERSTANDIKRG
AND ACCEPTANCE OF BASIC CONCEPTS

{According to Type of Response)

[eTRp—

Basie Concepts Welghted Average Frequency

Evidenced of Evidences

in Recorads First Year gecond Year
Posi~ Kega - Posi -~ Hega -
tive tive tive tive

Behavior caused 347 185 604 221

Multipliecity cof
causes %36 124 728 212

Acceptance of 4
behavior 286 1h9 50% 178

Uniqueness of
individuasl 370 151 589 166

Value of individusl Llg 196 767 227
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the mechanics of the program and (2} in understanding and
accepting the baesic concepts of the Child Study program.
Qther items related to both major phases of the investi-
gation, such as age, sex, previous preparation through
workshop participation, and voluntary-enforced participa-
tion in the program, have alsc been examined and data
vertinent to the study have been presented in both tabu-
lasr and discussion form. The basic assumptions underly-
ing the study and the tentative hypotheses resulting have
been used directionally in the ordering of the elements
of the study and in the presentation of the dats before
its analysis. Analysis and treatment of data resulting
from the study will be presented in Chapter V, and con-
clusions and recommendations in light of the findings

will be presented in the concluding chapter.



CHAPTEHR v

TREATMENT OF THE DATA

Introduction

Considerations in
trestment of the datsa

The preceding chapters of this study have hLeen
devoted to s presentation of basic date perteining to
the Investigstion, beginning with the interviews conducted
vith people who had bveern participating in orgsnized Child
Study. The interviews were simed at securing responses
indicative of feelings tovard participstion in Child
Study. Analysis of the interviews snd preliminary exasmi-~
nation ¢ the data led t¢ various assumptions concerning
the length of participation, conditions of operation of
the program, and other considerations upen the feelings
of pasrticipants toward the program. Thesge assumptions
have been cutlined in detnil 4irn Chapter I; and from their
statement certain hypotheses were evolved, from which the
study has taken 1ts form. Chapter V of the study proposes
t0 examine dats tabulated 1in Chepter IV in light of the

hypotheses presented in the first chapter of the study.

zae
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The order of the presentation and statisticel
examination of date will follow the order of the presen-
tation of the hypotheses., It is rejitersated that such an
organization is not to be construed as implying a grads-
tion asccording to order of impecrtance, ncr are the hy-
potheses to be assumed as being regarded of equal im-
portance. The order of presentetion has been employed
golely as 8 device which is intended to lend coherence
t¢o the study and aid in the systematiec presentation of
the analysis and treetment ¢f the data. References will
be mede to the tabuletions of Chapter IV, in which evi-
dences from the examination and analysis of the inastru-

ments employed are presented in unireated form.

Trestment of Data: Hypoctheses

Length of participation
and nature of response

The Tirst set of interviews mentioned in this in-
vestigation consisted of 231 responses concerning per-
ticipation at all levels of Child EBtudy. These inter-
views, in toto, were not used directly in this study, ex-

cept for those first-year pecople who remsined in Child
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Study for the year imnmediately succeedling, and who were
egain interviewed, at the end of the second year,

It is interesting, however, to note the results
of an exanmination of Table 1, presenting s cross-secticn
of persons participating in four yesars of the progran,
and including a section devoted sclely tc the responses
of administrative personnel. Dispensing with the use of
percenteges, and employing the method of using chi-square
a8 described by Edwards (13: 250-252) for determining
significance where more than two groups are involved, we
find the following table resulting from a treatment of
dats obtained from the originel fsvorable-unfavorable re-
SpOREes .

An exarination of the results obtained from
statistical treatment of these data, ag presented in
Table 13, demonstrates that the ;asponse to Child Study
obtained from a cross-sectionel, random sampling consist-
ing of 176 classroom teachers, while not.directly applics-
ble to the testing of the first hypothesils from the stand-
point of continuity in the program, 18 nevertheless sup-
portive in that the value of chi-square is highly sig-

nificant at the 1 per cent level, It is also supportive
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in the fact that not only is there evidence in longitudinal
sampling, but 1t alseo makes vertical sampling available.

It should be noted here that responses of people
et the fourth year level ©f Child Study were not included.
bue to circumstances beyond the contrcl of the interviewers,
it was possible to secure only six interviews from these
people; and 1t wes felt that such & smell sampling would
not bve of significant value.

A further comparison, not actusally included in the
hypotheses proper, 1s here presented, a comparison of re-
sponses of first- and second-year participants of Table 13
with the responses of administrators asz shown in Table 1.
The results of this comparison, while not influencing the
first hypothesis, show certain trends which will be ex~-
amined more fully in the chapter on conclusions and recom-
mendations., The comparison of responses of first-year
and second -year participants and administrators i1s shown
in Tables 1k and 15, respectively.

The comparison presented in Table 1%, when viewed
in eonjunetion with the results of the comparison of re-
sponses of firgt-year participants and asdministrators, as
showvn in Teble 14, 1llustrates quite clearly the significance

of a second year of participation in Child Study upon
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TABLE 13

SIGHNIFICANCE OF RESPONSES AT THREE-YEAR LEVEL
OF CHILD STUDY

Favorable Unfavorable Total
First Year Lo 27 67
Second Year 53 ig T2
Third Year 3k 3 37
Total 127 by 176
a.f. = 2 X% = 17.83 p = .01

|
i
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TABLE 14

COMPARISON OF RESBPONSES OF FIRST-YBAR PARTICIPANTS

vt

e

Participants

AND ADMINISTRATORS

- , -
e e i e S - bt

Favorable Unfaverable Total

Pirst Year ) 27 67

Administrators k2 7 Lo

Total 82 34 116
a.f. = 1 X2 _ 12.3%23% P = .01
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TABLE 15

COKPARISON OF RESPONSES OF BECORD-YEAR PARTICIPAKRTS
AND ADMIKISTRATORO

e T T L T T ot R A T S SR S et

Participants Favorable Unfavorable Total

Second -Year 53 19 72

Administrators L2 7 Lo

Total 95 26 i21
et N R

a.f. = 1 X2 = 2,55k P = .10 - .20
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favorabvle -unfavorable responses to the program. The re-
sponses chosen to 1llustrate this point were those of
the first set of interviews, it beinyg felt that they would
be more meanlingful, sirce they were taken at the same tine
as those of the sdainistrators. The results emphasize the
effect of 2 second year's work when the chi-square value
of Table 14 18 compered with that of Table 1%, the ratio
heing that of 12.323% : 2.5%k. The faveoratle responses of
adwiniestrators drops from & percentage significance of 1
per cent to one cof from 20 to 30 per cent. When one con-
siders the further fact that administrators of most of the
certers where intervievs were conducted were given & much
more thorough corientetion to Child Study thean was sfforded
classrcon teachers, the results of an additional year of
participation become even more apparent.

The investigation proper 1is concerned with responses
through & two-year pericd of time; and the first examina-
tior of such data concerns itself with information eon-
tained in Tahle'E and Teble 2B, corrected for persons who
dropped out of the Child Ztudy program between the 1950
and the 1651 interviews, and including one person previous-
1y mentioned whoe refused to be Intervieved in 1551. This

correction glves a through-time testing of responses.
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and Teble 16, as amended from Tables 2 and 2B follows.

If continuation in Child Study resulted in no
change in favorable responses, one would expect the ratioc
of favorable to unfavorable interviews &t the end of the
second year cf psrtleipation te remain the same as that
at tha end of tnhe first yeer. Instead, there is sn in-
erease in nine in the number of favorable responses, with
a ccrrespanding'dacrease in the number of negative re-
sponses. Statistically, these results show giznificance
at the 2 per cent level; it is therefore safe tov sssume
that there 4is a definite influence favoring a positive
response t the query, "How do you feel about the Child
Study program?” This influence, while s8lightly less sig-
nificant than the slteration cof attitudes represented in
Table 13, nevertheless eeems toc affirm the assumption
that one additionel year's participetion reesgulte in a more
favorable attitude toward the Child Study progran.

Through conpariscn of results shown in Table 13
and in Table 16, we find that favorsble responses to par-
ticipation in the program increased significently under
two conditions of sawmpling: (1) simultanecus, cross-
sectionrnal sampling through & periocd of three years and

{(2) responsesz gsecured from the same perscns at the end of



TABLE 16

SIGRIFICANCE OF RESPONSES
TEROUGH TWO-YEAR PERIOD OF CHILD STUDY

231

Participants Fevorable Unfavoerabvle Tetal

First Year 37 22 59

Second Year ké 13 59

Total 83 35 118
a.f. = 1 X2 = 5.871 P = .02
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one year and at the end of two years of participation, a
longitudinal sampling through time. Under both conditions
of sampling, responses showved a frequency of faveorability
in such B degree a8 to be statistically significant.
The evidence presented in Tables 13 and 16 are of-
fered, iherefore, in substantiation of the statement made
in Hypothesis 1 : Favorable responses to Child Btudy will

inereased with increased yeers of participation.

Workshop participation
and responsesg

Information in Table 6, Chapter IV, accounts for
the responses of those of the fifty-nine 1interviewees who
regsponded favorably in the ratio 37 : 22 apd vho had alsco
attended a local or steate workshop in human development.
Attendants at one or wmore such workshops responded favor-
ably in the ratio 20: 7, end nonattendants responded in
the ratio 26 : 6. Teble 17, following, places these re-
sults against chi-square tc determine the degree of sig-
nificance existing.

The results of Table 17 do not give the value of
chi-square &8 large encugh weight tov cause it to 1indicate

8 significanrce; and the hypothesis that favorability of



TABLE 17

SIGRIFICANCE OF WORKSHOP EXPERIZHCES

{According to Type of Response;

233

Experiences Favorable Unfavorable Total
Workshop 2¢ T 27
Nonworkshop 256 5 32
Total L6 113 59
a.f. =1 X# = .L38 p = .50 - .70
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response will increase with workshop experience is un-
tenable, &t least inscfar as thes sampling of this study
tends to indicate.

The results of Table 17 have proved to ba sonme-~
what surprising, in view of the feeling usually expressed
te the contrary by those persons wvho participate in work-
gshop experiences. The fact that there iz nothing in the
evidence here presented to substantiate the assumption
that workshop perticipation will increase the ratio of
favorability of feellng toward Child Study does however,
have ancther and perhaps more meaningful iwplication for
the prograwm.

As revealed by ansvers glven in the course of the
interviews and in the treatment of data thus obtained,
there is a8 significence throughout both the longitudinal
and vertical samplings in the increase of favorability of
regponses. This increase would, then, tend to support
the assumption that favorable feelings toward the program
are fostered more through the program itgself than through
any one concomitant ¢f the program. The implicstion here
is that the operation of Child Study through tizme is more
effective than intensive preparation through vworkshop par-

ticipetion, and that one thing would seem to stirengthen
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the progran itself without lovering the value of work-

shop participation.

Responses and
meeting of needs

In the first year interviews, thirty-seven per-
sons either stated directly that Child Study met certailn
of their professional needs or else stated that the pro-
gran alded them, or, at least, contained possidbilities
of being helpful. Among the needs met, the following
were mentioned: %better understanding of children, bvetter
understanding of behavior and the problems which it wlght
indicate, more sympathy for the problems ©f children, and
better staff relations. Of the twenty two persons report-
ing unfavorably, seven saw L£Lhild S5tudy as having such
posaibilities, but as having failed of success because of
weaknesses in the administration of the program. Recog-
nition of the meeting of needs was thus present in forty-
four of the responsges, with thirty seven directly cleim-
ing such results from the progrean.

The gquestionnaire assked the direct guestion, "Did
Child Study help meet needs which you have felt in teach-

ing?” As Table T shows, the responses were in the ratic
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4% ; 16. It is altogether possible, as in the Ffirst-year
interviews, that some of the sixteen reporting "No” might
have recogrnized the existence of the poesibility that
€hild Study could meet certain needs, even though the
actual accomplishment might not have been realized.

The interviews st the end of gsecond-year Child
Study revealed that forty-six persons reported favorably;
each of their interviews, as indicated in Chapter IV,
stated directly or by clear implication that certain needs
irn their teaching were met by the nprogren. As {n the
case of the first-year interviews, an sdditional number,
four in this instance, indiceted their awareness of the
possibility of Child S5tudy &8s being helpful, but stated
that they had not been benefitted. Again, the lack of
help in meeting needs vas ascribed to elements within the
program and not to inherent weskness. In all cases, how-
ever, there were those who neither benefitted nor recog-
nized the possibvility of benefit from Child Study as re-
lated to felt professional needs.

It should be pointed out, alsco, that negative re-
sponeeg in the interviews ususlly stated needs other than
increased understanding of children. HNeeds were expressed

for better teeching of reading and other subject matiter
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skills, and esch unfavorable respondent indicated en in-
ability to see potentlal benefit to 8 clsssroow of chil-~
drer from the intensive study of only one pupil. Thus,
the reverse of the hypothesis alsc seema toc be true:
¥egatively inclined teachers (1) doc not recognize certain
needs, {2} have other felt needs which overshadow in im-
portance that of understanding, or {(3) do not recognize
cr admit benefits which they may have derived. The re-
sults later to be shown in the testing of Hypoihesis 7T
would lead one to believe that the last reason is perhayps
the most likely Cone.

In view of the nature of the responses to the in-
terviews end %o the questionnaire, a:d further in view of
the fact that workshops and voluntary participatiocon have
no apparent effect upon feelings toward Cihild Study, 1t
seems feasible to assume that the meeting of needs does
follow the nature of feeling expressed towvard the program.
The hypothesis seems sound in light of the results of this
examination., There is, however, a distinet need for e
more sensitive ianstrument Lo test the hypothaais further,
with ¢the ifdes in mind that implications for the prozrem
might be derived thereby which wculd aid in the recocgni-

tion of existent needs on the part of participants and
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which might concelivably aid them in the recoznition of
benefits when and if suclh occcur as a result of takiling

part in the progrem,.

Resistance to change

It has already been stated that there was not s
single insgtance where a person who reported unfeavorably
toward the pro.ram gave his own unwiliingness or inabili-
ty to benefit as & reason therefor. The presence of such
& condition leads one to recall the statement of Cantor

to the effect that

To change may mean tc surrender balance and
control earned st great cost. When self organize-
tior is threatened, feeling or emotion 1is sroused,
and change 1is fouzht. In spite of resistance,
pecple change, but at s cost, especisally when an-
other's will 1is imposed.

Change need not ceccur in this manner. Move-
ment may proceed by enlisting the positive aspect
of one's will., A positive willingness to move in
the directior of another is made possible if the
one who is to change is given the right of self-~
determinaticn. (6: 67)

As pregnant with meanrning as this fourth hypothesils
1z felt to be, it is impossibvle to offer, from the date at

our command, proof positive of its validity. It must,
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TABLE 18

REASONS GIVEN FOR UNFAVORABLE RESPOKSES

B o s TSIl + o~ T e
Reasons given Interviews Questionnaire
First Second
Humber of negative
responses 22 13 15
Consultants unsatis-
factory 12 9
Meetings unsatis-
factory 16 11
Leadership unsatis-
factory 18 12

¥o help from
reading 15 10
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therefore, be regarded as bvelng inconclusive. There are
certein figures, however, which will be presented here,
to juetify the original amssumption that unfavorable feel-
ings toward and reaponses to Child Study result in =much
of the resistance to change observed in certain teachers

throughout this investigation. See Table 18.

Yoluntery and enforced
participation and
responses

It hasg amlready been stated that varicus require-
ments were in effect in the nineteen schools comprising
this study with reference to participation in Child Study,
and that the situations ranged from completely voluntary
to rigidly required participetion. The data shown in
Table & of Chapter IV reflect the responses of teachers
in comparison with conditions under which they took part
in Child Study. Obviocously, no attempt has been made to
account for whatever indirect pressures teachers may have
felt; the only criterion which could ve fairly used seems
te be that of direct asdministrative compulsior.

In schools where parficipation wvas required dur-

ing 1950-51, teachers responded favorably in the ratio
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of 18 : 7; in schools where participation was voluntary
{to the extent that no sdministrative directive had been
issued) the ratic 28 : 6 was found. Exsmination of these
results Tor their significance is seen in Table 19G.

The value of chi-square asg shown in this table
does not show statistical significance beyond the 30 to
50 per cent level; snd it is, therefore, safe to assume
that very little importance can legitimaeately be sttached
to requirements nade of teachers to take part in Child
Study, in spite of the feeling thet has long been preva-~
lent on the part of consultants and many resgource perscns
as to the value of voluntary paritlcipatiocon.

There are two considerations which must be stated
here with refererce to the matter of enforced vs. volun-
tary participstion. First, it siould be pointed out that
there were gertain achools where teachers had noc oppor-
tunity to volunteer; participation in Child 8tudy was in-
cluded as a requirement of employment. Had there Seen an
opportunity to veolunteer, it is likely tihat many teachers
would have done so. As it was, it is posesible that cer-
tain teacherr here categorized as participating non-
voluntarily might sctually have been volunteers, had the

opportunity to be such been theirs, Second, there is a



TABLE 19

VOLUNTARY AND ENFORCED PARTICIPATIOKR
IN CHILD STUDY
{(According to Type of Response)

2k2

AT ANees e e P
S acentn -~ o e oy

Participation Favorable Unfavorable Total
Required 18 7 25
Voluntary 28 6 b1
Total L6 13 59

- .50
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need for investization as to the possible resultis from
forced participation upon groups and group members, for
example, the influence which might have resulted from the
presence 1ip & group of certain unenthusiastic menmbers
upon the total work of the group. No dsata are present
for such an inclusion in this study; its mention is made
in an effort to bring out possibilities existent but un-
tested.

The fact that teachers &re required to participete
will likely result, 28 in this cese, in ar increase in un-
favorable responses, btut not in great encugh degree to be
statistically important. As in all other interpretations,
it should be pointed out here that the data in this study
apply only to the schoocls here represented; no broad gen-
eralizations will be attempted. It should also be bormne
in mind that the sempling here is relatively small.

There are ovther items contained in Tables 2
through 5, such as age, sex, marital status, parenthood,
vyears of experience 1in teaching, and grades taught by
teachers interviewed. When these factors were tested,
it was fTound that the value of chi-square wvas of no gig-
nificance in the case of age or sex, thus bearing out the

findings of KHohl (64), at least as far as the sampling
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for this study was concerned. The significaence in the
effect of maritael etatus upon responses wes hardly greater,
with & percerntage figure of only .30 to .50. When re-
sponses of parents, nonparental married teasachers, and
single tesachers were treated, however, the value of chi-
sgquare becomes L .598, wit: significance &t the 10 per cent
level, not indiceting exceptiocnal 4{mportanece, but perhaps
worthy of notiece for further investigetion, especially in
&8 larger sampling thano wes treeted in this study.

The responses of parents, ncnparents, and single
teachers 1is presented in Table 2¢. It should be noted
that figures used here are those of the first set of in-
terviews, and have not zccounted for those respondents who
droppred cut of the study between the two sets of inter-
views.

Tabtle 7, Chapter IV, wvas glsc examined for the
possible results of years of experience. Slince categories
wvere 80 small, it was decided to divide experience into
twvo classes: (1) ten years or less and {(2) more than
ten years. There was no particular basis for such a 4i-
vision; it was made arbitrarily to secure larger numbers
in each cell, there being no intention to use whatever

results might have become apparent in testing hypothesges.
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TABLE 20

RESPONSES OF PARENTS, NONPARERTS, AND
SINGLE TEACHERS

e o : - S e
Status Favarahlzgm Unfavorable Total
¢f Teachers

Parents i9 6 25
Konparents T 8 5
Single 1k 13 27

Total Lo 27 &7

|
1
|
|

H
L
o
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The chi-~sguare test of signilicance was at the 30 to 350
per cent level, thus further bearing out Hohl's findings
that there 18 no apparent influence exerted through length
of experience of teachers.

Another examination not pertinent to this study
and the hypotheses gelected for testing was carried out
in connection with level of teaching, with responses of
teachers of grades 1 to & compared with responses of
Junior and senior high school teachers as to favorable-
unfavorable nature regarding participation in the progrem,
chi-square wag found to have a value of 12.928. Since s
value of 9.210 1s consldered significant at the 1 per cent
level, it might be well to consider a further investiza-
tion concerning participaetion of teachers above the ele-
mentary level, with the idee of examining the effective-
ness of Child Study at that level and with the further
1dea of increasing the favorability of response to the
program on the part of secondary teachers, & response thet

seems toc be tooc low at the present time.

Responses and mechanics
of the program

Hypothesis & deals with the responses of interviewvees
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and their relstion to adegquacy of understanding of the
basic mechasnics of Child Etudy. The elements of the proc-
gram, as revealed through study of the anecdotal records
kept by perticipants, will encompass the following se-
lected factors: (1) number of entries, shown in Table 9;
{2) source of snecdotal materiels, Tseble 9; (3} adequacy
of background meterial presented in the record, Teble 10;
end (3) completeness of anecdotes, Teble 11. It is pro-
posed to test the connection between type of response to
the program and these elements of the program; end to that
end, the number and range of entries are conmpared with
positive and negative responses for first- and second-
year participants.

Table 21 18 based on the assumption that three to
four anecdotal entries weekly would be an amount which
could be expected, with a total of one hundred to one
hundred and twentiy-five entries resulting from such a
record. The resultent table, developed from the data of
Table 8, 18 presented to compeare responses with adequacy
Gf records.

The significence of chi-square, while not at the
1l per cent level, is nevertheless great enough to warrant

the inclusion of this item in the consideration of the
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RUMBER OF RECORDS WITH SUFFICIENT ANECDOTAL ENRTRIES

(According to Type of Response)

Yeer in the Favorable Unfavorable Total
Child Study Program
First Year 18 T 25
Second Year 32 3 35
Total 50 10 60
e e ST e
d.f. = 1 X2 = 3,961 P 02 - 0%
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hypothesis, Wo significance, however, is toc be observed
in any of the items of Table 9, Chapter IV. A steady
trend toward inclusion of more desirsble sources of anec~-
dotes, such a&s playground, home, and situations other
than home or school, as opposed to the use of anecdotes
solely from the classroom, while present. is not of
enocugh strength to show statistical significance.

An examination of Table 17, Chapter IV, reveals
the same lack of significance as is shown in Table 9.
Several items., such as teachers' inclusion of material
concerning family way of 1ife and peer relations in the
background of the record, show rather marked increases
for those individuals reporting favorsbly. Teschers wvho
responded unfavorably. on the other hand, alsc showed in-
creases in the inclusion of material regarded ss desir-
able. There is here the implication that the lesscns of
reccrd keeping, while resasonably well lesarned, do not have
any significant connection with feelings towserd Child
Study; or, by the contrary token, did not result in bet-
ter feelings toward participatiocn in the program. There
is, st this point, spperent evidence that particization,
of itself. resulted in the learning of certsain besic

techniques; but there 15 hardly evidence of cause and
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effect in the testing of the hypothesis.

There is,. however, s different pleture presented
in Table 22, sdmpted from Table 11, Chapter IV, and deal
ing with the completeness of anecdotes. For scme resason,
the completeness of anscdotal recording seemed to be a
phase of learning of the basic technigues which tended to
substantiaste the hypothesis more readily than d4id any of
the cther fsctors considered. The ascquisition of this
8kill seems to be more resadily apparent than that of any
other in the mechanics of the program.

The resulits of testing Eyydthesis 6 are regarded
88 being inconclusive., The test of chi-sguare applied tc
teschera’' inclusion of material other than from the class-
roonr and to tegpchers' wider use of background material
preduced no evidence of significant variastion. On the
cther hand, the test produced results et the 2 tc 5 per
cent level of significence, while Table 22 shows chi-sguare
to have & value of 7.710 and significance at the 1 per
cent level.

The split in results in testing led to an imme -
diate suspicion of errcor, but a re-examination of the
basic date revesled no chaenge in total figures as original -

1ly presented. The lack of consistencey in testing this
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TABLE 22

COMPLETERES8S OF ANECDOTES,
SIGNIFICARCE AT TWO-YEAR LEVEL
(Agcording to Type of Response)

Year in the Favorable Unfavorable Totael
Child Study Program

First Year 53 23 gz
Second Year 84 1l 9%
Total 143 3k 177

e d S

a.7. = 1 ¥ = 7.710 p = .01
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hypothesis does not lend itself readily to explasnation,
Among poseible remscns for the inconsistent results, the
poseEibility has been recognized that perhaps consultants
and resource pevple stressed the importence of source of
material and of inclusion of background material more
than the number and completeness of snecdotes., Another
poesibility exists in the faect that it requires more work
to observe and record more anecdotes,; and thst those who
were unfavorable toward participation were reluctant to
put in the extra time and effort reguired.

It is likewise true that the use ¢f cumulative
records, interviews with other teachers, and similar ef-
forts connected with writing complete records involved
much edditional effort on the part of the teacher keeping
the record, hence & reluctance on the part of those un-
favorable toward the program to exert the energy necessary
te secure pertinent informetion required for complete
records. It £s8 alsc true to & degree that the use of
more complete anecdotes results in the teacher herself
playing & more important part in the GQynawmics of the
clagsroom a8 narrated in the anecdoites. If this is itrue,
then it could be that certain teachers--and it is assumed

that they would be those unfavorably disposed toward Child
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Study~-would become wary of portraying themselives in
roles that would be unfavorable. If these suggestlions
have merit, then the discrepancy in results becomes less
nystifying. Whatever the reason [{or the lack of con-
sistency in testing results, and in spite of the high de
gree of significance shown in Tables 21 and 22, it seems
logicel to assume the results of testing Hypothesis & ren-
der it untenable, and thaet feelings towerd participation
in Child Study heve no significant btearing upon perform-
ance in the mastery of the techniques here concerned. A
more liberal interpretation of the results would assume
the velidity of the explanations offered, but statistical
resultes are such as to render 1t unlikely, in the scien-
tific manner striven for in the study, that ome could do
more than to classify the results as more than "incon-
sistent,"” 8t the best.

it should be noted here that the results of this
study, within its own framework, bear cut the findings of
Mershon (68 and Hohl {6h). Mershon, for exsmple. fcund
increase 1n acceptable use cf the mechanics of the pro-
gram through & tvou-year period. This study has seen something
cf the same increase. Persons who indiceated dissatisfaction

with the program, its operation and its results upon teaching
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showed, in most ceses, e more limited increase in facili-
ty of employment of techniques than d4id those who ex-
pressed satisfaction. A major difference in the studies
lies in the use of deata. Mershon, for example, wess us-
ing paired records; thils study, by 1its very nature, used
dissimilarity in e basic area as its approach to the prob-
lem. Hohl used prepared tests, conducted in a testing
situation; this study, as did that of Mershon, has used
the records kept by teachers ss an important source of
data. For these reascons, the study has not parslileled
previcus findings, but 1t is believed that it has tended
to bear out former investigation insocfar as variations in

approach to the problem weuld permit.

Responses snd understanding
and acceptance of basliec concepts
of human development

It has elready been pointed out thset, since this
study is ¢f a longitudinal nature with reference to time,
it has not been considered practicable to include pos-
gible increasse in understanding of the six-area framework
employed in second-year Child Study. An effort has been

made throughout the investigation to consider only those
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elements in Child Study which would run through the en-
tire two years of the study proper. Since the results
were not paired and were differentiated on the basis of
feelinge expresesed toward the program, some basis of com-
parison became a necessity. Had 1t been possidble to have
had enough data tc have kept the same favorably and un-
favorably inclined teachers, a study of more slgnificance
might have resulted. Since that was not possible,;, it has
been deemed worthwhile to tabulate and study evidences in
the records which indicete growth in teachers' understand-
ing end acceptance of the baslic concepts of human develop-
ment: (1) behavior is caused; (2) the casuses of behavior
are multiple, complex, and interrelated; (3) the behavior
of an individual must be accepted as an integral part of
his self structure; (#) each individual is unique; and
(5) every individual is valuable. For ocbvious reasons,
it was not practicable to test the sixth concept, that
the scientific method is cur most effective way of work-
ing toward an 1increased understanding of pecple.

As explained and illustrated in the preceding
chapter, the records were read for evidences ¢f such in-
creagse; and the results were recorded in Table 12, Chapter

IV. Table 23 is a reproduction of this information with



TABLE 23

EVIDENCES IN RECORDS OF TEACHERS' UNDERSTANDING AND ACCEPTANCE QOF EBASIC CORCEPTS
SIGNIFICARCE NOTED
(According to Type of Response)

e s s

Basie Concepts Weighted Average Frequency
Evidenced of Evidences Statistical Treatment
in Records First Year Second Year

Posi - Nega - Posi- Nega - d.f. chi square P

tive tive tive tive

Behavior Caused 3h7 185 60k 221 1 10,098 .01
Multiplicity of Causes 336 12k 728 212 1 h.326 .05
Acceptance of Behavicr 286 1kg 505 178 1 8.80k .01
Uniqueness of Individual 370 151 589 166 1 8.109 .01
Value of Individual k19 196 767 227 1 16.265 .01

962
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the results of stestistical analysis. Data presented in
Table 2%, as discussed in Chapter IV, were gathered from
an intensive analysis of the records kept by fifty-nine
perscns over a period of two years. The basiec concepts
of human development upon which the data are based were
developed in Chapter III of this study. The freguency of
evidences of understanding has been weighted to eguate the
fact that first-year pecople responded favorably toweard
Child Study in the interviews in the ratio 37 : 22, and
second -yes > pecple responded favorably in the ratio 46 : 13%.
The frequancies'for positive responses are exact figures;
the freguencies for those responding unfavorably have been
weighted to acecount for the differences in numbers c¢f re-
spondents; this weighting slso allows for the avoidance of
the use of pereentages;

It would seem significant thet s81ll partlcipants
showed evidences of including references which indicated
increased understandings of the basic concepts. In no
case was there & record with less such anecdotal refer-
ences in the second year than in the first, and the sum-
mation of frequencies shows significance at the 1 per
cent level for all concepts except that of the causes of

behavior being multiple,., complex, and lnterrelated. This
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fact has been taken to mean that, in spite of negative
responses, there has been @ change in the concepts pos-
sessed by those taking part in two years of the program.

This evident change in concepts alsc seems to cor-
relate with a étatement made in n zarlier portion of this
investigation t¢ the effect that negative feelings toward
Child Study were, in every instance, directed against con-
sultants or leaders or some other implementing factcr of
the program. The fact is that not only were ceriticlems
not directed by participants sgainst themselves or their
part in the prograem, but they were never directed against
the basic concepts of Child Study. Feelings against the
program do not seem to deter learning; they might result
in a participant's dropring ocut of the program.

Evidences of iIincreased understanding and use of
the basic concepts of human development came not cnly froam
exanination of the anecdotes themselves, but also from
the summations made by the teachers 1in closing out their
records. The number and kind of hypotheses 88 well as
treatment of the evidences in the record in substentia-
tion or refutation of the hypotheses were examined, and
the results of acceptance were presented in Table 23. Di-

rect statements were found, especislly in the perusal of
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teachers' responses o the ithree guestions employed in
analysis of records: (1) What is the child trying to
do? {(2) what assets and what liabilities does the child
scem to have? (%) What might the schcool and the teacher

do to help the ¢hild in the stitainment of bhis goals?

Copsistency of responges

The validity of testing devices used in this
study rests upon the assumption of conslistency in responses
¢f teachers tc each of the instruments used; interviews,
questionnaires, and records. It has been seen in the in-
tervievws, separated 8s they were by an entire year, that
the consistency has been in an increase in favorability
toward Child Study as 1ndicéted‘in the responses and their
statistical examination, It remains 1o be seen if the
questionneire is congistent with the interview results.
The insertion of the guestionnaire between the interviews
was done to secure another type of response, and was not
intended origilnally as & check on the interviews. Con-
sistency of responses will be examined from four apprcaches:
(1) favorable-unfevorable, (2) basic concepts, {%3) changes

in classroom procedures, and {(4) attitudes toward consultants.
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COMPARISON OF FAVORABLE AND UNFAVORABLE RESPONSESB--

INTERVIEWE AND QUESTIONNAIRE

s e
et

-
-

A it il

Qccasion of Favorable Unfavorable Total

Response

Interview No. 1l 2T 22 59

Questionnaire ki 15 59

Intervievw FRo. 2 k6 13 59
X? = 3,789

b e
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The wvelue of chi square for the above set of
daetas was found to be 3.789; and no significance could be
attached to the variation found, since such a value 1is
significant at the 20 per cent level., In the light of
this finding, there appesars to be 8 high degree of con-
sistency in the favorable-unfasvorable responses a8s shown
by interviews end the questiconnaire. Insbility to get
complete agreement is in&icated by the fact that the ques-
tionnaire respondents indicated their approva; of the pro-
grem in the ratio kb4 : 15; yet the last item of the ques-
tionnaire shows that only 42 people would be willing to
centinue in the program on 8 completely voluntsry basis.
It is possiblie, of course, that the small difference could
be the result of careliessness in answering,‘er it could
well be that another program of in-service work would have
been more attrsctive to those vho indicated a lack of de-
sire to continue Child Study.

A second item of the questionnaire which seemed
to lend itself to comparison with the other device of
evidences in the anecdotal records is found in items 10
to 14 of the questionneire, as set out in Table 7, Chsasp-

ter IV, These items and the number of responses are:



262

Responses

Posi - Hegs -

tive tive
Every human being is unigque 51 &
Every human being is valuable 43 16
All behavior 1is caused 50 9
Causes of behavior are multiple FL 5
Behavior must be accepted 35 20

The greatest samount ¢f sgreement belween records
and questionnaire in the matter of basic concepts of hu-
man development is shown im the area of multiple causes
¢f behavior. This concept was given the highest acceptance
in the gquestionnaire; it shoved the last significani vaevri-
ance in the analysis of anecdctel material. Likewise, the
concept ¢f the uniqueness of the individusl was second in
acceptance both in the records and in the guestionnaire.
The interviews, llkevise, gilve relatively high frequency
in {1) responses indicating the necessity for seeking
causes and a realization that causes are not always readily
apparsnt end in (2) references to individual differences,
used in s manner synonymous with unigueness. There is, it
would seem, & high degree of agreement betwveen the instru-

ments used in this study insofar as this srea 1s concerned.
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There 18 also & high degree of agreement in the
intervievs in regard to teachers' awareness of changes
in classrcom procedures; in two sets of interviews, only
fourteen people declared they could see no change, and
the high value 0f chi-sgquare in the statistical calcula -
tions bears out this awareness. When asked the same item
cn the questionnaire, however, responses indicated aware -
ness of change in the ratio of only 34: 25. When tested
Tor variation, chi-sgquare indicated & significance at the
1l per cent level, and consistency seems tc be lacking in
this particular ifitem. Agreement is present between two
of the three testing devices, and the possibility of snswers'
to the questicnnaire being influenced by the time element
cannot be ignored. This 1is to say that while the imme-
diacy of responsge in an interview tends to drawv cut feel-~
ing level answvers, the situation surrounding & question-
naire tends to reflection on the part of the teacher; and
she might posaibly consider that admission of change in
class procedure would constitute sn admission of previous-
1y ineffective tesching methods. In any event, and in
view of the fect that two of the three instruments show a
high consistency in response, it will be assumed that the

apparent inconsistency in one will nct affect the cver-all
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resulte, particularly in view of the amcunt of chauge re-
vealed in the study of the anecdotal records.

The fcourth snd last item, evaluation of con-
sultent service, alsc shovs similarity of response. There
is no commensurate quaiity between records and the inter-
views and the questionnaire, but the latter two show agree-
ment. Examination of the {irst-yesr interviews indicates
that, although thirty-seven positive responses to the total
progran vere glven, there were thirty persons who offered
resistance to consultants and their mode of operation in
the program; and there were twenty one persons in the
sscond-year interviews who offered similar criticisms. The
low percentege level of chi-square, 2C to 30 per cent,
would indicate a relatively high degree of ca:relatian of
regults, although not in the degree found in the preceding

threes items tested.

Sunmsry

Chapter V of this study bas concerned itself with
the testing of hypotheses advanced in the first chapter.
These hypotheses, seven in number, wvere derived from es-

sumptions growing cut of the examination of results of two
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sets of interviews and cne questionnaire concerning
teachers' resactions toward participation in 8 program
cf in-service education, the organized Child Study pro-
gram of the Institute for Child Study of the University
cf Marylend, as conducted for 4eachers in nineteen Texas
cities by the Division of Bxtensiocon of The University of
Texas. The techniques of the program and the manner in
which this study developed have been explained in preced-
ing sections of the study. It now remains to assess the
hypotheses in light of data studied as to their tenability.

There is evidence thet Hypotheses 1, 3, and 7 are
clearly tenable, that there are enocugh data to support
these assumptions in the sampling here present. These
three hypotheses, desling with continued participation,
meeting of felt needs, and understanding of human develop-~
ment concepts, form what seems to ve the most vital part
of the study.

Twe hypotheses, Nos., 2 and 5, are untenable in
the light ¢f treatment ¢ data pertaining to their assump-
tiogs. There 18 no evidence In the date studied to sub-
stantiate the cleim that workshop experiences or vclun-
tary participation will incresse the.favorability of s

teachers toward the program. It {8 feli, on the other



266
hand, that the response of teachers is due more to the
vhole prograxm and to continued work in the program than
tco the influence of any one phase or condition of the
progrem.

Bxamination of Hypotheses 4 and & resulted in no
evidence definite encugh to support or to refute their
agsumptiona. Evidence is present tc support the fact
tbat there is resistance to change, but it is in such
form that its tabulation and evaluation would lesd tc an-
cther study. There are four elemente Iin the mastery of
the mechanics of the program which have been explored here.
0f the four, twe gave evidence of supporting the sixth
hypothesis; but two were not significant when statigtical
mesesures were appiled.

Chapter VI will be concerned with c¢conclusions
drawn from the study and with recoumendations which seen

pertinent in view of the findinge here related.



CHAPTER v I

CONCLUSIOKRS AND RECOMMENDATIONS

Introduction

The foregoling investigetion hes been concerned
with enr analysis of responses by teachers to thelr par-
ticipation in the Child Study program. The resgponses
were favorable or unfavorable toward the over-zll program
or to variocus elements within the program. The responses
vere so selected as to give both a cross-sectional and a
longitudinal approach to the investigation, and the major
portion of the study concerned itself with the responses
¢f participants through a perlod of two years. The data
were assembled against & background of seven umajor hypothe-
ses. Three of these hypotheses were significantly sup-
ported by the evidences from tabulation of the data; two
were of such 2 nature that the data from the study proved
to be inconclusive; two were found to be unsupported by
the evidence. The last twc, in their lack ¢f support,
howvever, were found to substantiate certain basic premises
of the Child Study program &8 viewed by consultants en-

gagad professionally in 1ts staffing.

267



268

Bcting upon the assumption that the use of sever-
al instruments for testing during the ccurse ¢f the inves-
tigation had necessiteated 8 check on consistency of results
thus obtained, such a compsrison of date from interviews,
the questicnnaire, and the records haes been made in some
deteil in Chapter V. It wes found that consistency 4did
exist, except for minor variations; end the validity of
the instrumenis hes been accepted.

It 1e sometimes difficult t¢ 4draw conclusiocons
from evidence; interpretation becomes increasingly diffi-
cult when several factors must be dealt with. The study
novw being completed has ettempied to draw together certain
elements of Child Btudy, growing out of the program.

There are instances where data did not exist in quantity
sufficient to warrant statistically provable conclusions;
there are other instances where conclusions have been
clear and distinct.

Conclusions have been drawn from the examination
and gtatistical treatment of data, and will be presént&d
in this chapter Iin connection with their bearing uvon the
hypotheses being tested. Certain recommendations which
have evolved from the study will alsc be presented. Both

conclusions and recommendetions are offered for the
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improvement of in-service education for teachers, with
emphasis on Child Study, to the end that better under-
standing of children may result and better instructicn

follow increased understanding of human developnment.

Conclusions

1. With reference to findings developed in the explora-

tion of Hypothesis 1:

8. Increased length of time spent in participation
in Child Study results in incressed favorability
of response by teachers to the program.

b. There is no sppreciable connection between the
favorable-unfavorable responses of teachers to
Child Study and their age, sex, or marital status.

¢. There is 8 significance of relationship between
favorability of response to the program and the
grade level tasught, elementary teachers regspond-
ing more favorably than secondary tedchera.

d. There is a silgnificant increese in favorabiliiy
of response during the third year of Child Study —
as compared with the first and second years.

e. There is evidence that adaministrators are more
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ready to accept Child Study 88 a new experience

then are classroom teachers.

With reference to Hypothesis 2, the result of wvork-

shop experiences, considered in light of the responses

¢of teachers to participation in the Child Study pro-

gram, led to two conclusions mosit readily apparent:

a‘

The strength of the Child Study program depends
upon its operation through time.

The responses of teschers in general toward per-
ticipation in Child Study do not reflect influences
of accelerated and intensive procedures, such as

workshops.

¥ith reference to Hypothesis 3, wvhen responses wvere

considered in light of the program having met the felt

naeds of teachsrs, the data have suggested that:

a.

A significant number of teachers state that Child
Btudy meets 8 need on their part for greater un-
derstanding of ehildren. -

Teachers will expressgs approval of an in-service
program if they feel that it offers them a means

of satisfying felt professional needs.

+

With reference to Hypothesis 4, no significant statis-

tical data were found relative to resistance toc change.
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There are, however, certain ltems suggested by the
investigation ¢of interviews, questiconnaire, and aneg-
doetal records:
@a. There are evidences of resistance to¢ change in
(a) a refusal toc recognize changes which have
taken plasce in classroom procedures snd
{b} & reluctance to participate in an activity
caleulated Lo induce professional development.
b. Teachers vho regponded unfavorably to Child Study
demonstrated a reluctance tc change in the in-
sistence of many that the program become more c¢f
8 structured, formasl, instructor-pupil-course at-
tack upon subject matter material.
With reference to Hypothesis 5, slthough there is nc
certain way of determining exactly howv many people
would have participated voluntarily in Child Study,
due to the faet that certain schools made the par-
ticipation of teachers a requirement of employment
and offered no choice as to taking pert in the work
of in-service education, from the conditions of the
hypothesis itself certein evidences should be con-

sidered:
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2. There seems t¢ be no significant connection be-
tween favorable-unfavoreble responses to Child
Study end voluntary participation in the pro-
gram.

. Although no statistical support has been brought
cut in the dats, there are evidences in the in-
terviews that voluntary participation appears to
result in better group relations on the part of
members, especlally as regarded group leaders.

With reference to Hypothesis 6, examination of anec-

dotal records and data resulting therefrom led to the

following conclusions with regsrd to favorable -
unfaveorable responses and mastery of technigues of

Child Study:

a, Teachers who responded favorably to Child Study
kept records with a8 larger number of entries than
d4id those who responded unfavorably.

. Teachers who responded favorably to Child Study
kept records with more complete anecdotes (set-
ting, action, etc.) than did those vho were un-
favorable in their resction to the progran.

¢. The type of response of teachers to the program,

their favorable or unfavorable resctions, did not
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show significant relationship to
(a} sources of informaticn secured or
(b} background materisl ¢f the records examined.
T. With reference toc Hypothesis 7, teachers who responded
favorably to Child Study showed significant incresase
in understanding and acceptance of basic concepts of
human development: (a) Behavior is caused; (b) the
causes of behavior are multiple, complex, and inter-
related; (c) the behavior of the individual must be
accepted; (d) esch individual is unique, and (e) every
humen being is valuable, Those teechers wheo responded
unfevorably showed, neverthelesgs, an incresage in en-
tries indicating an increased understanding of these

same bamaic concepts.

Consistency of Results

There are statistical evidences of consistency
of response to each of the items ¢f the study: 1nterviegs,
questionnaire, and anecdotal records. These evidences
iend velidity to the study in that objective evidences,
as represented by examination of anecdotal records, cor-

respond in large degree with subjective evidences, as
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1llustrated in the questionnaire and the interviews. The
agreement exists both in results obtalned and in facility
of extraction of statistical measurements from raw data

obtained from each instrument.

Implications and Recommendetions

Certain evidences in the datae studied appear to
offer opportunities for drawving implications for the main-
tenance and improvement of the Child Study program. it
is possible that many pertinent implications have not been
recognized, but the following appear to have meaning in

light of this study.

Meating 0f needs

Teachers who responded unfavorably to Child Study
frequently expressed needs relative to improvement of tech-
niques of instructiocn. As oppocsed to the goal of gaining
a deeper understanding of behavior, such an expressicn of
need may have the immediate effect of lacking depth. It
is suggested, however, that the earlier need may require
satisfaction or resolution before an attack can be made

on a concept with broader scope.
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Although the Child Study program constantly seeks
implications for curriculum design and improvement, there
are evidences in the interviews used in this study that
many participants view themselves as working on Child
Study ¢or on curriculum. The implication here is for the
need to abandon such 8 concept, 1if and where it exists,
in favor of one which recognizes the interrelatedness of
2ll pheases of the school progrem. Teachers who may have
felt that such an appesition of purposes existed need to
ve encouraged by consultants, leaders, and resource people
to feel that there is no basic confliet in purposes; the
need for increased curricular skills iz a valid cone, and
the increase will come with increased understanding. In
the end, it 1s believed, such an spproach, if kept always
in mind, willl increasse f{avorable responses toward the pro-
gram ©f Child Study and will perhaps increase confidence
of teachers in their ability to recoguize, identify, and

work toward satisfsctiomof needs.

Grade_ level of teachers
and responses to Child Study

The signific#nt differences 1in responses toward

Child Btudy of elementary and secondary teachers, while
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not unknown, is always scmewhat disconcerting. There
have been many reasons advanced for the greater mcceptance
of the progrsm on the part of elementary teachers; the
fact remains that, except in s very fev cases, Child
Study has not had the appeal to secondary temchers that
it has had for those in the lower grades. The implication
has always been that certain factors resident in the pro-
gram itself, together with sdministrative features of
Junior and senior high schoolg, have made success exceed-~
ingly diffieult. There is & feeling, however, that inves-
tigation from the proper frame of reference might serve to
disprove former assumptions. It is suggested that the
program be examined, not in the light of what exists and
what difficulties must be overcome, but from the frame of
reference of those secondary groups which have been suc-
cessful. The implication for Child &Study, if such exists,
would appeer to focus on the expressed neged of many second-
ary people for greater skill in guidance and counseling.
Whatever the syproach, there is believed to be a need for
examination and eveluation of the entire program %o the
end thst its purposes and goals be brought more nearly

inte accord with felt needs of high schocl teachers.
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Desirebility of increased
support and encourasgement
from administrators

There 1s evidence in the body of this study that
teschers respond tc in-service work more favorably and
work with better grece when they are aware of support
from the administration; there 18 alsoc evidence thet ad-
ministrators responded favorably 1in steftistically signifi-
cant ratic when compared with' teachers engrged in first-
vear Child Study. This favorable regponse on the part of
administrators has been aseribed fo earlier and more thor-
cugh orientation received by them and to more frequent
contacts with consultants and resource persons. Such con-
tacts and orientation have been held to result in & more
clearly defined sense of the goals end implementation of
the program.

It would seem logicel to recommend, therefore,
that administraetors be brought closer intoe contect with
the operation of Child 8tudy. The interviews, although
not examined directly for such evidences, do point out
feelings toward asdministrstion, particularly with refer-
ence to (1) the opportunity which principals had of closer

econtact with consultants and (2] to the requirement of
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participation in the program as & condition of employ-
ment. Principals would have, it is believed, & better
chance of working with teachers, whatever aims were held,
if they were to work in their in-service groups; and it
is Telt that the recommendation should be made that nc
centers in Texas schools be given consideration as pos-
gible participants in Child S8tudy unless the administra-
tion is willing to assume responsibility of working with
the teacher groups as peers., Encouragement of the pro-
gram 1s not enough; leadership working within snd with

the faculty is strongly recommended.

Heeded resesarch

The i{nability of this investigatcocr to single cut
enocugh concluegive information regerding certain factors
implied in the study and epparently relsted to the pro-
grarn of Child Study has led %o this expression ¢of a need .
for further research in certain areas which seem to have
meaning. The following aress sre offered as seeming to in-
dicate a need for research, with little or no conmment
added tc that already made in the body of the investigea-

tion:
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1. There is a need for research concerning per-
sonality and feellings toward in-service work designed to
pronote greater gains frow teaching; perhaps the erea of
threat to self-concept might offer a fileld for research.

2. Action resesrch, as already indicated, might
prove valuable in determining better wvays of working
through Child 8tudy with secondary teachers.

3. It 18 believed, in the face of the many de-
mands on the part of teschers, that more structuring be
given the Child Study program, that another piece of ac-
tion research might be indicated. The suggestiocn would
be that matched groups be selected, and one be given tlLco
accepted Iintroductiocon tc the program; the other would be
given outlines of ways of working which would satisfy the
need expressed by many to know what is ahead for a periocd
of time. Variocus devices could be used in setting up such
8 research problem, and the results might prove of inter-

est. It is believed to be worthy of trial, at any rate.

Concluding Statement

The writer has studied the responses of partici-

pants im Child Study to interviews and to a guestionnaire,
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and hes attaumpted toc relate these regponses to the work
done in the g&necdotal records kept by the teachers. The
importance c¢f the feelinges held toward the program has
been presented as obleetively as possible,;, and there has
been no attenmpt made to minimize their impact upon future
participation in the progrem. On the cther hand, i1t has
not heen suggested that undue or unreasonable effort
should be made tc guarantee favorable feelings towvard the
pregraz. As sigrnificant as the feelings so expressed
have proved to be in the development of the study, it is
8t11l felt that cne cannct Judge; cone mwusti accept the re-
gctions toward the aituation as the ocutgrowth of the gelf
of the participsting tescher ss that self responds to its ex-
perience background and interprets what is happening in
light of its own concept. The task undertaken here was
that of gaining inereased insight intc the causes of certain
hehavicors and of gaining acceptance of and respect for thoseg
affected in unlikely ways through participasticn in Child
Study. If the infourmation here presented can assist in
bringing together the tesacher and the progran, the effort

expended has been indeed worthwhile.
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APPEERERDIX A

PROCEDURE IN AXALYEIS OF INTERVIEVWS



APPEZXDIX A

PROCEDURE IR ANALYSIS OF FIKST-YEAR IKTERVIEYWS

(Rach interview sssigned a2 number for reference to
items pertaining to tescher suchk a8 age, pex, pari-
tal status, experience, and grade level taught.)

1. General commentsg--~positive and negative

2. 8pecific conments --positive and negative
(Examples are given in Chapter IV of study.)

Rating of MHechanics of Progrem

1. Schedule--positive and neaativaw~gennrak and

2. Consultantg--positive and negative--general and

5. Libraries--positive and negative--general and

k. Group leaders--positive and negative -general

and specific statenents
S5, Actual changes in scheool program--general and

L. First-Year Intervievse
A. Loecation of Intervievees
E. Qeneral Rating of Progran
C.
specific statoments
specific statements
specific statemants
specific staitemants
D.

Over-all Rating--¥Final Categories

Fositive Hegative Indeterminagte

{(Over-all rating by interview numbers (I,A}; inde-
terminate ratings wvers discarded to reach final &7
interviews uased.)
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Becond -Year Intervievws

(The same general procedure was followed, with ad-
dition of a section for listing changes in reactions
to the program: unfavorable to favorable and vice
versa. These changes are enumerated in Chapter IV
and result in Table 2B on page 19L.)

Tabulation of Personal Date Cards

Hame Age

School 7 Sex

Interview Number Marital Status

Grade or Sublect Taught Children

Years of Teaching Experience

Yemrs in Child Study
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A PPENDIX B

I. QUESTIOMNAIRE USED IN THEE STUDY

The following items constitute replies toc a
questionnaire presented to fifty-nine respondents to in-
terviews conducted in May, 1950. The introductory state
ments heve been deleted, and responses are shown {n the

appropriste columns.

fes Ho

1. Would you, un an over-all basis, give

your approval to Child Study as a way

of in-service education? hy 15
2. Has your participstiop in £hild Study

bgen on & wholly voluntary dasis? 25 23
%. Have time and plece of nmestings been

satisfTactory? 5 25
4, Have you had enough consultant visits? k2 17
%. Would you prefer to have one regulsar

consultant rather than several con-

sultants’ Lo 10
£. Have consultents been sufficiently

helpful ne 27
7. ¥ould you say that Child Study had met

your needs as a teacher? Lz 16
8. Do you see actuaml benefit from keeping

anecdotal records Lo 19
G, Would you say that study of one child

could be of value to you in working with

an entire class’ i3] 26

=Gk
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Yes  Ho
i0. Yould you sccept the folliowing statements:
&. Zvery humen being is unique? % 8
. Every humen being 1z velusble? ) 16
o, All bshavicor is cesused? . 5C 9
4. The csasuses of behavior are usually
mueltiple, complex, and interrelated? sk =
e, Behavior, even if not approved, must
he accented? i 3G 20
il. ¥ave you benefitted from reading® 2% B
12, YHee lesdership in your group been satis-
factory? 27 52
15. Would you say that Child Study has helped
you te:
&. Understend end recognize individusl Q
differences? 51 18
Y= 14

b, Realize that behavior is symptomatic?
¢. Realize the necessity for using a
great deal of infcormation about a
ehild before passing Jjudgment on his v
uvert behavior? Lo 19
d. PRecognize the need for a&s much back-
ground of home and community as pos-
8ible in order to work better with
cehildren? ' Lo 17
e. Make chenges in classroom procedures
* which have helpad me to utilize my

understanding of behavior? 34 2%
£f. UUse group work more ssatisfactorily

with my pupils? 3G 2%
g. Use the pleanning of children as a

device to temch more meaningfullys 2& 31
h, Work together better with my fellow

teachers? 59 20
‘1. Teach the so-ealled "fundamentals”

more obJjectively’ 31 22

1k, Yould you psrticipate, on a purely
voluntary basis, in further Child Study” ke

s
-3



IT. BROWEWOOD QUESTIONNAIRE

The following questionnaire, with introductory
statements deleted, vas presented to Brownwood teachers
in 1950, before the first interviews used in this study.
Replies were made anénymsualy, and all answers refer to
first-year Child Study, begun in 1949-50 in the system.
Composite anevers are given in the sppropriate columns.
The gquestionnalre below 1s included Inm the appendix be-
cause 1t furnished the idea from which the preceding
questionneire was developed. Hesults follow, with gques-

ticns stated exactly ss in the original questionnaire:

Grades Grades
1-% 6-12

Yesg Ko Yes Ho

s

1. Has the program helped you to
better understand sand sppre-
ciate iadividual differences
in children? 39 22 17 1%

2. Has 1%t made you more avare of
the child's physical, social,
and emotional needs? 39 24 19 12

%2, Has it helpesd you to see the
neasd for a betiter understand -
ing of your children in order
that you will be in a8 beliter
position to meet their needs? 1 %] 22 16 16

L, Hes it caused yocur teaching
to become morg ehild-centered? %3

D
W
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Is 1t ceausing you toc better un-

derstand behavior patterns?

Bae it caused you to¢ better un-

derstand vhat 18 meant by
"teacking children instead of
teaching subjects”?

Do you believe your group has
haed sufficient consultent
servicey

Hag the consultant service been

as helpful ae you think it
should be®

WYould you ilke to have this
particular program continued
next year’

If the matter wvere nlaced cn
an entirely voluntary basis,
with absolutely no pressure
from thz sdministrative stef?,
would you participate in this
program next year?

Would you participate in s
workshop if one were provided
here this summar?
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Grades Grades
1-6 7-12
Yas No Yos Ko
Lo by 19 9
Lo 2% 1k 15

8 sk 2 28
i5% 49 1¢ 22
%0 28 13 12
L8 17 16 1L
33 29 9 20



APPEXNDIX ¢
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APPEERDIX

PROCEDURE IN ANALYSIS OF ARECDOTAL RECORDS
(USED IK TESTIKG HYPOTHESIS 7)

Humber of
Instances
I. Beheavicr Is Ceused
A. VUse of bzeckground material
B. Report of telks with other teachers

in seceking causes
. Repoert of talks with parents in
secking causes _
D. ¥ollow-up of snecdotal incidents
in following recordings
K. Withholding Judgment in desling
with unsatisfactory dbehsvior

¥, Other evidences

Ir. ﬁultiplicitx of Causes

A. Haking of multiple hypotheses

B, Use of besecizground materisl in
hypotheses

€. BStatement of teacher in the
anecdotal record

D, Use of conditioning statements rather
than positive concerning causes
of behavior

E. Statements in ansvering, “"Whet 1s the
child €rying to doT"” ete.

(31

e Other evidences

1711. Behsvior Must Bes Accepted

A. Actions of tescher indicating ac-~-
ceptance (msnecdotal record)

B. Acticone of tescher to help child

‘ learn better ways of wvorking
with peers

0
O



C.

Actione of Teacher tc help ¢hlld learn
better ways of working with adults

Other evidences

IV, EBach Individual Is Unigue

A.

B
C.
L.

Direct statements of teacher in anec-
dotal record

Efforts of teacher to give child op-
portunity for development

Evidences in hypotheses

Evidences in answvering questions,
"What is e Child trying to dot”
ete.

Other evidences

Every Humen Being Is Valuable

Direct statements of tesmcher in anec-
dotal record

Efforts of teacher to provide child
with oppeortunity to enhance self

fvidences in closing out of
record

Other evidences
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Alton Cleo Murphy was born at Temple, Texas,

June 2%, 1909. He received the Bachelcor of Science de-
gree in 1935 from Southwest Texas Teachers College, San
Marcos, Texas, and the Master of Arts degree from the
same institution in 19hl.

He began his tescring career inQOenaville, Texas,
in 1929,_énd gserved inp various schools as teacher, coach,
elementary principal, and high school principel. He in-
terrupted work as high school principal at Weslaco, Texas,
in April, 1942, and served with the U.S. Air Force, both
in the continentel limits and overseas with the Fifteenth
Air Force, until September, 1945. He became auperintendent
of schools in Weslaco in July, 1947, and retained this
position until jJoining the staff of the Division of Exten-
8ion, The University of Texas, as lecturer in Educational
Psycholozy in September, 1949, His work since has been
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velopment in Texas schools.

Permanent address: 2508 Dormarion Lane
Austin, Texas
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Alton Cleo Murphy was born at Temple, Texas,

June 25, 1909. He received the Bachelor of Science de-
gree in 1935 from Southwest Texas Teachers College, San
Marcos, Texas, and the Master of Arts degree from the
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terrupted work as high school principal at Weslaco, Texas,
in April, 1942, and served with the U.S. Air Force, both
in the continental limits and overseas with the Fifteenth
Air Force, until September, 1945. He became superintendent
of schools in Weslaco in July, 1947, and retained this
position until joining the staff of the Division of Exten-
s8ion, The University of Texas, as lecturer in BEducational
Psychology in September, 1949. His work since has been
with in-service programs of Child Study and curriculum de-
velopment in Texas schools.

Permanent address: 2508 Dormarion Lane
Austin, Texas



