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ABSTRACT

A CRITICAL EXAMINATION OF
SELECTED INSTRUCTIOMAL PRACTICES

by Douglas M. Gilmore

The purposes of this study were to collect a base
of the best information available on human learning, growth
and development and the social foundations of education, and
to suggest what this base means in practice; to ascertain
the prevalence and extent of selected instructional prac-
tices of teachers selected from the Michigan Education Asso-
ciation; to compare the practices feported with what the
teachers said they believed to be desirable; and to examine
the teachers' questionnaire responses in relation to the
principles described in the base.

To ascertain the status of selected instructional
practices a questionnaire was sent to a five per cent random
sample of Michigan Education Association members who were
classroom teachers at the time of the survey, May, 196l.
Response was over half (1,417) of the 2,830 teachers con-
tacted. They were asked to indicate the extent of certain
instructional practices and to state their opinion about
the desirability of the practices. 1In effect, they said,
"This is what I do, and this is what I believe would be

the best practice."
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The effect of: vyears of college education; years
of teaching experience; and level of teaching, elementary or
secondary, on (a) the stated practices and (b) the beliefs
of the teachers about the desirability of the practices was
analyzed. Basic data for the study were derived from
questionnaire responses and from educational literature.

Major conclusions were:

(1) There was a difference between the instructional
practices reported by the teachers and their ratings of the

desirability of the practices. In most instances, the teach-

ers seemed to recognize that the "good" practices (as defined
by the study's base) should occur more fregquently. Converse-
ly, they desired less frequency for the practices defined as
"not good."

(2) Exception to the above conclusion was found in
the items classified as "goals of teaching." The base
described such goals of teaching as "wise use of time,"
"ethical behavior," and "ability to think and evaluate" in
a very favorable way. Although the responses of the teachers
indicated these goals were dominant in their actual teaching,
they expressed the desire they be of lesser importance, or,
ideally, occupy less of their teaching.

(3) There was a difference between what the teachers
said they do and what the base suggested they do. In general,
their practices fell short of the ideals proposed in the base.

(4) WwWith the exception of items in "goals of teach-

ing," there was practically no difference between what the
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teachers thougnt tney should do and wnhat the study's base
sugcests; thus, they do know what is "good," but do not
always practice these ideals.

(5) Elementary teachers siaowed better practices
than secondary teachers, and they desired more of the "good"
practices than secondary teacners.

(6) Teachers with more years of colle¢e education
generally favored the "poorer" practices. The more years
of college preparation, the noorer were the practices.

(7) Teacners with more years of teaching experience
generally favored the "better" practices. The more years of
teaching experience, the better were the practices.

(3) The teachers were "free to choose the method of
teaching" over four-fifths of the time, and the most import-
ant source for "establishing ¢oals for education" was the
teacher.

(S) The influence on "¢oals for education" by
"representatives of the comuunity" or "the school adminis-
tration" was very slight.

(10) The single most important factor in control or
change of the teaching-=learning process is the classroomn
teacher.

(11) Another powerful factor in the teaching-
learning process seened to be the textboolk.

(12) Thus, any efiorts to improve instructional

practices wust focus on the individual teachers and their
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perceptions, coupled with careful analysis of the role
textbooks play in the climate for learning of the individual

classrooms.
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INTRODUCTION

The enigma which so often confronts those who
attempt to improve educational practices is the wide diver-
gence between good educational theories and practice.
Cronbach says, regarding textbooks, "In one secluded corner
we find some writers planning an ideal school for an ideal
world. In another we hear quite a different conversation,
about size of type, state adoption, . . . and other tangible
details. The gap is something like that from Plato's
Republic to ward politics in a midwestern stockyards neigh-
borhood."l Speaking specifically of teaching, Jamieson and
Hicks point up this problem when they quote the neophyte
teacher, "How can I apply the theories and principles dis-
cussed here to my day-by-day teaching?"2 And one often
hears the school administrator or teacher-educator claim
that classroom teachers seldom use the findings of research
which are available to them. These examples illustrate the

gap between theory and practice.

ly,. J. Cronbach (ed.), Text Materials in Modern Edu-—
cation (Urbana, Illinois: University of Illinois Press,
1955), p. 188.

2M. C. Jamieson and W. V. Hicks, Elementary School
Curriculum (New York: American Book Company, 1960), p. 88.
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Assuming that tuis problew is crucial in the improve-
education, wnat can be done to help teachers iaple-
wealth of lnowledce about social forces, as well as
arning, c¢rowtih, and development in their classroons?
To wnat extent is there a difference Ietween wnat

rists say and what teachers do? Do the teachers

know what is best and yet not practice this ideal, due to

various
ciples o

ment, an

from one
teachiing
collece,
oernaps,
either £

the elenm

other circumstances, or are they unaware of the prin-

£ educational nsychology, human ¢rowth and developn-

d the social foundations of education?

Is there any difference in instructional practices
teacner to another, or by teacuers with different
assignments? Do teacaers with more years of
for instance, or more years of teaching experience,
teach in a different manner tnan those with less of

actor? Is there any diiference in the teacning in

entary c¢rades, cowpared witin the teacihiing in the

secondary ¢rades? Tiese are some of tue Cuestions wailch

tnis stu

dy Durports to exa.iine.
Purposes

The purposes of tais study, then, were:

1) to develop a base from the best information
available on human learning, c¢rowth, and devel=-
opment as well as the social foundations of
education, and to suggest wihat tnis pase wmeans
in practice,

2) to ascertain the prevalence and extent of
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selected instructional practices, as perceived
by a random sample of teachers selected from the
roster of the Michigan Education Association,
3) to compare the practices reported with what the
teachers said they believed to be desirable, and
4) to examine the teachers' questionnaire responses
for selected instructional practices in relation
to the principles described in the study's base.
Definitions
Instructional practice: The term was used herein to
mean the acts of teaching or beliefs of teachers concerning
their day-by-day classroom acts as they actually occur.
Base: The base was this writer's synthesis of the
writings of contemporary leaders in the field of education.
It included both references to child growth and development
as well as social forces, since these two factors are
believed to form the foundation for instructional practices.
Assumptions
The major assumption was that the stated incidence
of instructional practices as given by the teachers was, in
fact, a true picture of their teaching activities; and, that
their statements as to the desirability of these practices
represent their true beliefs concerning the "ideal"
practices.
A second assumption was that the sample of the total
population (all teaching members of the Michigan Education

Association) which responded to the questionnaire was
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representative of the classroom teachers who were members
of the Michigan Education Association, at the time of this
survey.

It was assumed, further, that to the extent the
sample was not typical of the "average" teacher in Michigan
(as defined by statistics giving the educational level of
all Michigan teachers obtained from the Department of Public
Instruction), it tended to represent the better educated and
more professionally committed teachers. Thus, the instruc-
tional activities cited might be considered to represent the
practices of the more enlightened teachers. This assumption
was based on the finding that the number of years of college
education for the sample was somewhat higher than that shown
by the figures from the Department of Public Instruction for
all teachers in Michigan.

Hypotheses

1) There will be a difference between the selected

instructional practices as reported by the

teachers and their ratings of the desirability

of these practices.

2) There will be a difference between what the
teachers say they do and what this study's base
suggests they do.

3) There will be no difference between what the
teachers think they should do and what the
study's base suggests.

4) 1Instructional practices will more nearly
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correspond to this study's base for the follow-
ing:
a. elementary teachers,
b. teachers with more years of college
education,
c. teachers with more years of teaching
experience.
Method

This study attempted to ascertain the status of
selected instructional practices as perceived by a five per
cent random sample of Michigan Education Association members,
who were classroom teachers at the time of the survey.
These teachers responded to a duestionnaire concerning the
extent to which certain instructional practices occurred in
their teaching. They also were asked to indicate their
opinion about the desirability of the practice. 1In effect,
they were saying, "This is what I do, and this is what I
believe would be the best practice."

The base, which was compared with the teachers'
stated practices, was developed from writings in the field
of education.

The teachers' reported practices were compared with
their expression of the desirability of these practices.
Also, selected teachers' responses were examined in relation
to the principles described in the study's base.

The effect of the number of years of collece educa-

tion; years of teaching experience; and level of teaching,
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either elementary or secondary, on (a) the stated instruc-
tional practices and (b) the beliefs of the teachers about
the desirability of the practices was analyzed.
Basic data for the study were derived from responses
to the questionnaire shown in the appendix and from educa-

tional literature.



PART I

SIGNIFICANT ASPECTS OF THE TEACHING-LEARNING PROCESS



What are the primary characteristics of a good
teaching-learning situation? The following is an attempt
to answer this question. It is derived from a selection of
the writincs in human development and learning, as well as
the social factors influencing education.

Althouch it is accepted that there is no one "best"
teaching method, it is suggested that there are certain
basic tenets wnich should serve as the base of any good
teaching-learning situation. When a skillful teacher and
a group of children interact in the classroom with learning
as their common coal, it is very difficult to describe such
a complex and dynamic situation in a succinct, yet compre-
hensive manner. One way to describe the process is by
separating it into several aspects and analyzing each in
some detail. Although this separation will be helpful for
the purpose of analysis, one should not forget that the most
effective teaching occurs as a well-intecrated whole, rather
than in the somewhat disjointed fashion in which it appears
when divided into descriptive subtopics. With this in mind,
various aspects of the teaching-learning process will be
discussed in the following chapters:

I. The Social Foundations of Education

II. The Psychological Foundations of Education

8



III.

Iv.

V.

VI.
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The Relationship of Learner and Teacher
The Orcanization for Instruction
he Materials of Learning

The Evaluation of Learning



CHAPTER I

THE SOCIAL FOUNDATIONS OF EDUCATION

Education in a democracy should be influenced by
society and the society should feel the impact of its schools.
Any discussion of teaching-learning should recognize the
function and purpose of education in the cemocratic scene.

The success of a democracy is predicated on the
functioning of an educated citizenry in terms of self-
governnent. But it is equally important in our modern
society that education serve the needs of industry and com-
merce. The insatiable ciemand for more highly skilled work-
ers in our country is interestingly coupled with the occur-
rence of more leisure hours for these same workers. The
resultant expectation of education is for more knowledge and
skill in working and for more knowledge and skill in using
an increasing amount of time when not working.

If the needs of society could be ignored, the job
of educators would be comparatively simple. The courses of
study could be standardized, and the amount of learning
could be quantified, thus defining the job of teaching as
that of imparting a certain specified amount of knowledge

in a given amount of time to all of the learners.

10
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On the other hand, when the needs of society form
the basis for education, complexities and difficulties chal-
lenge the educator from all sides. The influence of society
on education can be understood better by examining some of
the values held by our society.

The following five values, or democratic ideals, are
listed by Everett:

1. Self-reliance, a conviction that people can

accomplish whatever they seek to accomplish,
has long been a value highly esteemed by
Americans.
2. In American society the people are sovereign.
3. Freedom of every individual to develop to his
optimum potential is an accepted American
ideal.

4. Responsibility of the individual for the com-

mon good is an accepted democratic ideal.

5. A pragmatic approach ti solving problems is

espoused by Americans.

The reflection of these values in our educational
system redquires a high degree of social awareness on the
part of the educators and a complex system with many vari-
ables operating in unison. There is yet much room for
innovation and improvement in our schools, if they are to
meet the challenge of implementing these basic values of
society.

If self-reliance is to be developed, the schools

must, from the beginning, provide experiences which help

lSamuel Everett, "Values in Curriculum Decision
Making," Balance in the Curriculum, 1960 Yearbook of the
Association for Supervision and Curriculum Development
(Washington 6, D.C.: 1201 Sixteenth St., N.W., National
Education Association, 1961), pp. 34-44.
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each learner to acquire a healthy self-respect. The psycho-
logical principle that "success begets success" is an impor-
tant facet of developing self-confidence. The curriculum
must be structured so that the chances for expression of
self-reliance can be fostered. The autocratic teacher who
imposes a predetermined, organized subject on the learner
leaves little or no opvortunity for the expression of self,
in an acceptéble way, by the learner. Our automated, mass-
producing society is damaging to the concept of self-reliant
individuals and the schools should lead the way in counter-
ing this force in our society.

Popular sovereignty as a value of our society gives
the public school, with education cuaranteed to all who can
profit by it, an irrevocable function. Local control of the
schools represents the will of the people, which at the same
time assures the people's rights and establishes the schools’
responsibility to the public. This unigue relationship be-
tween free people and their schools reguires a deep sense of
responsibility on both sides. The people must be concerned
and involved with their schools while the educators must
never forget the needs of the people.

If each individual is to develop to his optimum, the
schools must provide a broad, flexible, individualized cur-
riculum. Herein lies one of the most important mandates of
society for the schools. There must be a type of education
available which is suitable for all Americans. This is the

basic difference between the European and American systems
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of ecducation. Once again, if the goal of the schools were
only to prepare persons for college, there would be little
need for a broad, comprehensive curriculum. Since there are
nore people who will not go to college than there are those
wno will, there must be provision made for a type of
"terminal education" which will help the non-college persons
develop to their maximum potential. Another facet of this
societal value is the extension of public school programs
to those physically and mentally handicapped who need
special consideration.

Any attempt to meet the needs of every individual in
our society will necessitate education appropriate to the
neecs of the retarded, the workers and nomemakers, the col-
lege-bound, and the gifted. A program which meets the needs
of all these different kinds of individuals must necessarily
be complex and flexible.

If this value of optimum growth for each individual
is to be truly operative, then our schools must provide more
than academic growth for each individual. Personality ad-
justment, as well as emotional and mental health, are just
as important to optimum growth for each person as is aca-
demic achievement. Everett summarizes this idea well when
he says:

An accepted purpose of the public school, as stated

or implied in innumerable publications of local boards
of ecducation and state educational authorities, is that
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of full personality development. This includes the
intellectual, moral, esthetic, social, emotional and
physical growth of all children and youth.l

Responsibility of each individual for the common
good is an interesting and important difference between the
American and European educational systems. The schools must
help promulgate this basic value of democracy in two ways.
First, it should be one of the goals of education to help
each person accept his responsibility for the common good.
It is one of the most important concepts of democracy that
each individual pays taxes, votes, and participates in other
social responsibilities, both local and national. Every
enterprise should be judged in the light of its effect on
the people as a whole, rather than its effect on a favored
few. Secondly, the schools should operate upon this prin-
ciple, from the individual classroom up through a whole
educational system. The individual learners should have
the opportunity to practice democracy with the concommitant
learning of the value of the common good over individual
rights.

Americans, as a whole, favor the pragmatic approach
to solving problems. Essentially, this means to use the so-
called "scientific method" of solving problems, rather than
relying on higher authority, traditions, influence, govern-
ment, etc., for solutions. Our society favors getting the

facts, and making judicious decisions based on the facts,

lEverett, p. 46.
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rather than precedence. Thus, our schools are expected to
abide by decisions based on research, knowledge, and facts
in the same manner that our industries and other social in-
stitutions are expected to function. Our American heritage
is witness to the ideal that man must think, and think for
himself. The right to question the value of any of the
social institutions, and to judge them in comparison to
scientific knowledge, is basic to our society. This results
in an obligation by society to examine closely the activities
of its schools, expecting chance to conform to new cultural
needs as they arise. At the same time it obligates educa-
tors to provide factual and knowledgeable bases for the
activities of the schools. The field of education must draw
from such fields as sociology, psychology and philosophy, as
well as from itself, in a scientific manner, in order to
justify its actions. To the extent that education can do
this will be the extent that it will be recognized as a
legitimate profession in our society.

All of the foregoing helps to explain why educa-
tional practices are open to public criticism and why
educators must recognize the social foundations of our
educational system. In considering a few of the contem-
porary criticisms and recommendations made by members of
our society, it would behoove educators and critics alike
to remember Everett's admonition:

It is in the American tradition in education, as in

other aspects of our life, that new knowledge shall
be sought and evaluated. American social values have
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themselves been tested by 250 years of experience.
Proposals for educational change which are at variance
with known facts, or which seek to modify established
values, need especially thoughtful examination. Such
proposals must be subjected to the same type of care-
ful inquiry which has in other fields made America one
of the most advanced countries of the world. Using
the method of intelligence, educators have a respon-
sibility always to seek new knowledge and new insights
appropriate to the educational task.

Following are a few examples of the contemporary
attempts to change the educational system of the United
States.

James B. Conant has achieved much respect from both
inside and outside the field of education for his recommen-
dations. They were well founded in fact, so it seemed, and
carried the weight of prestige associated with both Dr.
Conant and the foundation which sponsored his research.
Although he commends the comprehensive high school, his
emphasis seems to be on the "upper track" of the several
tracks which he proposes for learners to follow. In a book
of readings on curriculum development by Alcorn and Linley,
Dr. Conant says, "The point I wish to make is that I believe
it is possible for our schools to do far more for children
with special gifts and talents than at present, without
jeopardizing our basic educational philosophy. . . . I am
convinced the comprehensive high school is an excellent

American invention."2

lEverett, p. 46.

2Marvin D. Alcorn and James M. Linley (eds.), Issues
in Curriculum Development (Yonkers-on-Hudson, N.Y.: Vorld
Book Co., 1959), pp. 65-66. '
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It is interesting to note that most of the public
acclaimed Dr. Conant's report, wihile most thoughtful educa-
tors criticized his recommendations for their academic
leanings and tendency to standardize the educational pattern
too rigidly. There was one educator, however, who read
excessive vocationalism into the Conant Report. Dr. Koerner
calls it a tragedy that our schools allow eighty-five per
cent of their population to follow the tracks to homemaking
and vocations.

Thus one sees the type of conflicting statements
which are often made and the need for a knowledgeable and
sound analysis of these pressures.

Admiral Hymen Rickover has become a very vocal self-
appointed critic of American education. He demands more
acadenic emphasis with the elimination of the "frills" such
as driver education and home economics.

Other pressures can be seen in the analysis, by
Divesta, of the demands for more use of educational tele-
vision and teaching machines in the classrooms, apparently
in an effort to match the automatizing of industries.3

Still other pressures can be found for longer school

lJames D. Koerner, "The Tragedy of the Conant Report,"
Phi Delta Kappan, XLII (December, 1960), pp. 121-124.

2 . . .

Admiral H. G. Rickover, "A Comparison: European Vvs.
American Secondary Schools, Phi Delta Kappan, XXXX (November,
1958)0 PP- 60‘64.

3Francis J. DivVesta, Balance in the Curriculum, 1960
A.S.C.D. Yearbook, p. 73.
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days; extended school year; reorganized time schedules; team
teaching; variation in class size from 300 for lectures to
as few as ten for discussion, or even for individual study-
ing; and the dissemination of knowledge by airborne
television.

These demands for sweeping changes are supplemented
by others which emphasize a particular segment of the total
school program, such as science, or reading, or even the
phonics method of teaching reading, proposed (but not
invented) by Rudolph Flesch. Arthur Gates, noted specialist
in the teaching of reading, quotes this deceptively simple
solution to our educational problems from Mr. Flesch's book

Why Johnnie Can't Read, on pages 2 and 3, "It's very simple.

Reading means getting meaning from certain combinations of
letters. Teach the child what each letter stands for and
he can read."l

So the pressures are building, from many corners of
our society, all attempting to improve the educational sys-
tem in one way or another. The demands of our society for
ever better educated individuals is evident. The question
which needs answering is, "What constitutes an educated
person?" The tremendous increase in factual knowledge which
is occurring daily (so great some call it the "explosion" of
knowledge) underlines the futility of our schools attempting

to teach more and more of certain factual subjects. What

lAlcorn and Linley, p. 232.
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neeis to be done is to develop learners, that is, persons
with well-established patterns of knowing how to learn in
the area of their particular interest. This ability to
continue learning throughout life, coupled with a well-
balanced command of the tool subjects, will help an indi-
vidual to function better in our complex society than an
even fully mastered accumulation of specific subject matter
details.

Balance in the Curriculum, the title of the 1960

Yearbook of the Association for Supervision and Curriculum
Development, is indicative of this emphasis. Halverson
states that

another aspect of balance relates to the nature of the
individual learner and how he learns. . . . There is a
unity in the learning activities of students which stems
from the inter-relationships of intellectual interests
and activity, physical growth and activity, emotional
characteristics and the socialization needs of learners.

He concludes that what is needed is

an appropriate distribution of attention to the cogni-
tive and affective components of teaching-learning
experiences. . . . Adding all these elements together,
it is clear that, important as societal needs and de-
mands are in determining the curriculum of the school,
there remains for the professional educator the respon-
sibility of injecting the psychological foundations of
curriculum making, so that a balance may be secured
between the_societal and individual needs served by

the school.

In summary, then, the resolution of the dilemma pre-
sented by the social forces affecting our schools lies not

in "more of this and less of that," or "better standards,"

lPaul M. Halverson, "The Meaning of Balance," Bal-

ance in the Curriculum, 1960 A.S.C.D. Yearbook, pp. 9-10.
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or "academic excellence," but rather in providing learning
experiences in each and every area of the schools, whether
physical education or nuclear physics, which help the learner

better learn how to learn. For the mark of the truly edu-

cated man is not to be found in how much he knows, since the
amount of knowledge is comparatively relative and limitless,
but rather in how well he knows how to learn.

The school can contribute to this end by helping
children in their day-by-day activities to decide when
to subordinate individual desires to social goals; by
helping them to see the true worth of each individual;
by teaching them to appraise their work with honesty
and integrity; by showing them the satisfaction that
can come with unselfish living. The school must be a
place where children and youth can learn how to bring
scientific methods to bear in adjusting to change and
where they can develop the flexibility of mind impera-
tive to successful living in the twentieth century.

The direction, then, of educational activities in
relation to societal forces demanding change, should be
toward creating better learners, who have developed the need

to learn more, and the ability to know how to learn.

1Florence B. Stratemeyer and Others, Developing a
Curriculum for Modern Living (2nd ed.; New York: Bureau of
Publications, Teachers College, Columbia University, 1957),
P. 49.




CHAPTER II
THE PSYCHOLOGICAL FOUNDATIONS CF EDUCATION

The knowledge of how children crow and develop
points to four clearly defined areas of crowth: physical,
intellectual, social, and emotional.l Each of these areas
of development is closely related in the maturing human and
the teacher irust be aware of, and plan in accord with, these
relationships. For the purposes of this discussion, the
vhysical growth of the learner will be treated rather
briefly. Intellectual ¢rowth will be discussed separately,
while the social and emotional c¢rowth of the learner will be
considered as "personality growth," following the design of

Combs and Snygg.2
Physical Growth

There are two important conclusions whicn come fron
the studies of physical growth and development:
1) Physical crowth proceeds throuch certain definite

staces or patterns as the body matures.

lWillard C. Olson, Child Development (Boston: D. C.
Heath and Co., 1949), pp. 67-68.

2Arthur W. Combs and Donald Snygg, Individual
Behavior (New York: Harper and Brothers, 1%59).
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2) Among individuals there is a great variability
in growth rates through these stages.

Thus we find that if a teacher ignores the fact that
the learning of ¢gross motor movements normally precedes the
learning of fine motor movements, then attempts to teach
cursive writing before the child has developed good gross
motor control may be fruitless.

The fact of stages of growth and individual differ-
ences in growth rate require that teachers plan activities
which meet the needs of the variety of stages present in a
given classroom. As an example, there probably are some
third-grade children who can sit quite still for prolonged
periods of time. Most eight-year-old children, however, are
faced with the developmental task of controlling a restless
body which demands much ¢gross muscular action. The teacher
should plan learning activities, therefore, which meet the
needs of those children wno have not matured enough for pro-
longed, quiet sitting by alternating physical and nonphysical
activities. If this is not done, most of the children will
be faced with the nearly impossible task of conforming to
the urgent physical needs of their bodies and the conflict-
ing requirements of the teacher-imposed environment. The
resultant lack of harmony will hinder the learning of the
child.

Carmichael observes that even disregarding differ-

ences in attitude about learning, the neuromuscular ability
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of young children is less mature than that of older persons,
thereby affecting ability to learn.

It should be clear that youncger learners will pre-
sent different problems to the teacher than older learners.
When a teacher intends to teach some specific subject matter,
but disregards the maturity and characteristics of the
learner, then the best learning cannot result.

If one adopts the view that children have intrinsic
needs and individual worth as they are at present, not later,
when they get through a "stage," or when they "grow up,"
then the way a teacher relates to them will be altered con-
siderably. The teacher will think of the learner as someone
who, at this very moment, has vital personal needs and valid
interests with certain particular abilities and characteris-
tics which may provide a unigue contribution to the learning
situation. This is in sharp contrast to the concept of the
learner "hearing a lesson," which will do him ¢ood "when he

is grown."

Mental Growth

What is mental growth, or learning? There are many
definitions, but this writer has chosen one by Burton which
seems particularly appropriate, "Change in the individual,
due to the interaction of that individual and his environ-

ment, which fills a need and makes him more capable of

lLeonard Carmichael (ed.), Manual of Child Psychol-
ogy (New York: John Wiley and Sons, Inc., 1946), p. 439.
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dealing adecuately with his environment."l Burton follows
this definition with the conclusion that there are two main,
overall types of learning theories: the "stimulus-response"
and the "cocnitive." Burton sugcests this definition £ills
the need for "setting up a reasonactly consistent statement
of principles" useful to teachers.
The suggested two main categories of learning

theories are: the stiaulus-response, wihich is the older

of the two and would include the benaviorists; and the
cocnitive, or the organismic theory.

The stimulus-response school of thougnht was in part
responsible for the recent increased production of "teaching
machines and programed learning materials. GSome of these
materials are limited to the known efficiency of stimulus-
response tyoe repetitions, with immuediate reinforcement.
Hilgard thinks this is an acceptable method of teaching, if
the learning ¢oal is memorization of unrelated facts that
are to bhe automatized.3

However, there is an increasing effort on the part

of both stimulus-response and cognitive psychologists to

Lilliam H. Burton, "Basic Principles in a Good
Teaching-Learning Situation," Phi Delta Kauwnan, TZIX
(Miarch, 1958), p. 242.

2Burton, p. 242.

3E. R. Hilcard, Tuheories of Learning (2nd ed.; New
York: ZAppleton~Century-Croifts, Inc., 1©53), p. 437.
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adaot materials of programed instruction so they emnphasize
problemn solving, thinking, and <uestioning.

Znderson and Gates, in 1950, said that cognitive
learning "iuplies awareness or knowing, discovery or
insight, as opposed to blind, mechanistic reacting."l The
modern educator or rsychologist would not reject the stimu-
lus-response theory thusly, out recognizes its value in
teacning, and has developed a broader and more coniprehen-
sive interwretation of the process of learning.

Burton says that the public scihools of our deino-
cratic society are dedicated to the fulfillment of the

Cm s e 4 2 C s .
conplete capabilities of each individual, and it is sub-
mitted that the cognitive theory of learning will most
nearly help teachers develop the potential of each learner.
This is due to the fact that nuch more "transfer" of learn-
ing takes place when the learning is meaningful and under-
stood. Stratemeyer shows that there is little or no research
evidence to support the value of taking certain subjects for
"mental discipline,"” but rather that it is how any subject
is taugit which makes the difference. Thus, "whether or

not the study oif geometry leads to better pronlem-solving

lrester B. Anderson and Arthur I. Gates, "The
General Nature of Learning," Learning and Instruction,
Forty-Ninth Yearbook of the National Society for the Study
of Education, Part I (Chicago: The University of Chicago
Press, 1950), p. 15.

2Burton, D. 243.
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ability seems to denend upon whether geometry is taught with
problem-solving skills in mind."l

Advocates of the stimulus-response type of learning
would support the mental discipline idea, stating that
memorizing long lists of things will help strengthen the
mind. Those wiho support the cognitive theory would suggest
that memorizing is helpful for memorizing purposes only.

What is needed to develop the most meaningful learn-
ing with a maximum of carry-over into the learner's 1life
outside the school is at least two conditions. First, there
needs to be similarities in the learning situation and life
itself. Second, there needs to be the opportunity to form
generalizations about the original learning. This poses a
much more difficult teaching problem than merely having
children learn a great amount of unrelated facts. It is
difficult, and sometimes impossible, to unite learnings in
all instances with actual applications to life. Neverthe-
less, it must be attempted in order to help learning become
more useful and permanent. The development of generaliza-
tions can result from the teacher's efforts to encourage the
children's use of the problem-solving approach with emphasis
on discussion, experimenting, and reaching conclusions.

Only when a learner can achieve the integrity,

strength, and pleasure which accompanies a more nearly

lStratemeyer, p. 73.

2Stratemeyer, pp. 74-75.
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complete understanding and intecration of meaningful
knowledce, will he be able to cdevelop towards nhis maximum
potential. The cognitive approach to learning will help
to accomplish this end.

There is an added dividend which comes from attempt-
ing to relate the learning activities of the school to the
life of the learner. If the relation is direct, then there
will be many chances for the learner to practice what he has
learned in his daily life. Thorndike has shown that repeated
use of knowledge, in a meaningful context, will enhance the
retention of learninc¢. Thus, creater retention of what is
learned will follow teaching whicihh emphasizes the relation-
ship of the learning to the lives of the children.

In summary of the cognitive theory of learning, the
following must be emphasized:

1) Learning will most nearly meet tne needs of
individuals in our society if it is related to the life
experiences of the learners so that there will be a maximum
of retention throuch use.

2) The learning process must involve activities
wnich encourage critical thinking, problem solving, dques-
tioning, and concluding so that there will be a maximum of
generalization possible.

The variability of learners nust be recocnized and
met if learning is to be appropriate to the individual.

One of the basic attributes of our democratic system of

education is the recognition which is given to the intecrity
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and value of each individual.l This attribute is derived
from the Judeo-Christian heritage which dominates our
society.2 The practical result of this philosophy for our
system of education is two-fold. Our schools are open to
all persons, regardless of race, creed, ability, or socio-
economic background, and each individual is encouraged and
expected to develop to the maximum limit of his unique
capabilities.3

Consequently, one of the pervading characteristics
of the learner in our public schools is his great variabil-
ity, and this variability tends to increase with age. He
may be brilliant or retarded, physically strong or handi-
capped, emotionally adjusted or maladjusted, and so on,
through the many aspects of human personality.

But what does this heterogeneity of learners mean to
the teacher? Does it mean that all learners can proceed at
the same rate toward the same learning? Does it mean that
all learners can learn in the same way? Does it mean that
there are "minimums" which each learner must attain before
he can pass to the next grade, or be considered "educated"?
Does it mean that a class of forty children can learn as

well as a class of twenty? It would seem that the answer

lEphraim V. Sayers and Ward Madden, Education and
the Democratic Faith (New York: Appleton-Century-Crofts,
Inc., 1959), p. 429.

ZBurton, p. 243.

3Sayers and Madden, p. 430.
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to all of these gquestions will be "No," if the philosophy of
individual worth and the reality of individual variance are
recognized and accepted as truly basic to our democratic
society.

A school program designed for the best learning must
have many things to offer and be as flexible as possible in
order to meet the needs of each individual. The learning
experiences must be geared to the fact that each child 1is
different from the others, but it also must be recognized
that each child has different levels of ability within him-
self. Jersild asserts that one child may excel another in
arithmetic, and the second child excel in reading, while
both may have a similar I. Q.l What implications do these
differences hold for the "lock-step" method of having all
children in a given class working on the same page of the
same textbook, at the same time? Certainly some will be
bored, others frustrated, and learning will tend to
deteriorate.

All of the preceding requirements for meaningful
learning experience will be to no avail if there is a lack
of desire or motivation on the part of the learner. Return-
ing to the quoted definition of learninc cited at the
beginning of this section, attention is called to the words,

"which fills a need." The needs of an individual are of

lArthur T. Jersild, Child Development and the Cur-
riculum (New York: Bureau of Publications, Teacners College,
Columbia University, 1946), p. 28.
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extreme importance in the process of learning. Some have
called these needs of the learner "central factors in
learning."1 It is felt that the kind of learning herein
described as desirable cannot occur unless the learner has
a desire for that learning and sees it fitting into his own
purposes. Carmichael says, "After the relatively passive
stage of infancy is passed, therefore, the psycholocgy of
incentives becomes increasingly important."2

A more complete description of the needs of learners
will be found in the next section on Personality Growth,
where the perceptual theory of individual behavior proposed
by Combs and Snygg will be discussed.

The importance of motivation in this discussion is
found in the type of motivation. There are two kinds of
motivation described by Stratemeyer, who says:

When there is a close relationship between the task
to be learned--the teacher's goal--and the goal of the
learner, the motivation is called intrinsic. . . . The
learning is likely to be thorough, meaningful, and
effective. [On the other hand, if] the task to be
learned bears no close relationship to the learner's
goal--in such situations the motivation is extrinsic.
It is admitted that intrinsic motivation is an ideal which

cannot be expected to exist at all times in a classroom.

Some learners tend to be less likely to accept the learning

lErnest R. Hilgard and David H. Russell, "Motivation
in School Learning," Learning and Instruction, N.S.S.E.
Forty-Ninth Yearbook, p. 36.

2Carmichael, p. 440.

3Stratemeyer, p. 70.
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goals of the teacher as their own. Still, it is the respon-
sibility of the teacher to help make learning goals intrinsic
for children whenever possible by consciously studying the
needs of children and implementing them in the classroom.
The teacher who attempts to motivate his class by manipula-
tion will not succeed as well as the teacher who sincerely
attempts to relate learning to the purposes of the children
and to help children set purposes that relate to learning.
One of the most common and abused forms of extrinsic
motivation is that of assigning letter grades to work of
pupils. This practice will be discussed further in the
chapter on Evaluation.
In summary of mental crowth, it seems appropriate to

quote Lee and Lee:

The real problem before the teachers is to adjust their

own ideas and educate their own emotions to the point

where they can see the child in their classroom, not

only as a student who must learn so much and not be a

disturbance, but as a growing individual who reacts in

certain ways, largely according to his past and present

experience; one whose behavior may be modified, not by

condemnation but change in that environment and by
arousing a sincere desire to change.l

Personality Growth

The social and emotional needs of a child are just
as real and demanding as the physical needs of a growing
body. In describing the Ego and Integrative Needs Lee and

Lee discuss the need for "increasing self-direction; a fair

lMurray L. Lee and Doris M. Lee, The Child and His

Curriculum (New York: D. Appleton-Century Co., 1940), p. 80.
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balance between success and failure; and attaining selfhood
or individuality."l These needs affect learning. They can
inhibit learning if they are ignored or thwarted, because
the learner then functions less effectively, or they can
enhance learning when they are recognized and satisfied.
The learner will seek to satisfy these needs, and if the
learning process can be so structured as to help meet these
needs while learning is occurring, then learninc will be
welcomed, valued, and lasting.

The social nature of the learner can help produce
very pleasant learning activities. While it is true that
solitude and reflection form a necessary part of education,
it is of relatively less importance for the young learner
than the mature scholar. What each normal young person
needs is the chance to learn with others in a cooperative
and mutually beneficial atimosphere where more than pure
academic learning will result. The need to relate well
with other persons is basic.

A very searching and important analysis of huwnan
needs is found in Combs and Snygg, where the Perceptual
Theory of Human Behavior is explored. In answering the
basic question, "What do people need?," they summarize
thusly:

We can define man's need, then, as a need for

adequacy. It represents in man the expression of a
universal tendency of all things. It is expressed

lLee and Lee, p. 72. 2Burton, p. 248.
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in man's behavior at every instant of his existence.
Asleep or awake, each of us is engaged in an insatiable
quest for personal adequacy. This quest may find its
expression in a wide variety of behavior aimed, in one
form or another, at the maintenance or enhancement of
our perceptions of personal worth and value. Other
authors have spoken of this need as a need for self-
actualization, or self-realization. . . . In this book,
whenever we refer to man's basic need, we mean that
great driving, striving force in each of us by which
we are continually seeking to make ourselves ever more
adequate to cope with life.-+

The effect of this characteristic for all persons to
be essentially self-centered must be recognized in the process
of learning. Any teachincg which can be organized so as to
help the learner see the importance of the learning to the
maintenance of his self-concept of adequateness will be
successful. Content, or a body of knowledge, then, can be
seen in its proper relationship to the total teaching=-
learning process. If the learner accepts the learning as
vital to the maintenance of his self-concept, then he will
use all of his capabilities to learn. Combs and Snygqg
emphasize this tenet thusly:

Indeed, it is in this principle that we find the great-
est single problem of education. Education has been
highly successful in gathering information and making
information available to people, but has been far less
successful in helping people to make information so
much a part of themse&ves that they would behave dif-
ferently as a result.

If we accept a change in behavior as evidence of

learning, then what conditions are required for a person to

change his self-concept, and thus his behavior?

lCombs and Snygg, p. 46.

2Combs and Snygg, p. 149.
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Combs and Snycg list three essentials for changing
a person's self-concept. First, the relation of the change
to the person's self-value is pertinent. In cgeneral, the
less important concepts of self will be most easily chanced.
Second, cnange occurs more easily in a non-threatening
situation; and third, the more vivid the experience, the
more likely change will occur. "VWhat happens to us directly
is much more vivid and clear than the words that people
speak to us."l How often do teachers rely on their words
alone to do the teaching?

Negative response will result when a person inter-
prets the actions of another as threatening to his self-
concept. How often do teachers violate this precept? Combs
and Snygg make the following observations:

Most of our educational methods are directed at the
provision of perceptions for the student. He is lec-

tured, required, shown, exhorted, and coerced to
perceive what someone thinks he should.

What would happen if we were consciously and care-
fully to set about the task of providing experiences
that would lead people to perceive themselves as ade-
quate, worthy, self-respecting people? The child who
perceives himself as unwanted, unacceptable, unable,
or unlikﬁd perceives and behaves in rigid, defensive
fashion.

‘In answer to those critics of education who claim
that our children need to have competitive grading and other
such forms of preparing for the "cruel, real world," consid-

eration should be given to the following:

1Combs and Snygg, p. 164.

2combs and Snygg, p. 225.
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The possession of a larce reservoir of positive
experience of self provides the individual with a
vast security to be used as a base for aaventure
and a firm foundation for neeting even the more
difficult aspects of life with courace.l

A teachincg-learning situation which provides
deliberately for increasinc¢ the self-respect and value of
the learner will more nearly recognize the fundamental
concept herein presented and succinctly summed by Lee and
Lee's conclusion, "Pupils are humans first and learners
second."2

These ideas of Comes and Snygg seemed important
to the writer because of the wealth of value this theory
holds for improving the effectiveness of the teaching-
learnin¢ process.

In summary, the following factors seem to be of
great importance in the psychological foundations of
education.

Child growth and development processes are special
factors for teachers to remember wnen planning learning
experiences. Children have innate characteristics, both
physical and emotional, which should be recognized and
respected, rather than inhibited for the purpose of

"hearing a lesson which will do him good when he is

grown."

lCombs and Snygg, p. 242.

2Lee and Lee, p. 7%.
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Learning seems to involve more than fact accumulat-
ing, and implies behavior change related to thinking,
guestioning, exploring, and generalizing to broader
situations.

Variability of ability and interest among learners
and within any one learner is a prime reason for flexible
teaching materials and methods.

Motivation is a key factor and can enhance learning.
lotivation is high when the learner sees a strong relation
between the learning task and his need for maintaining an
adequate self-imace.

An adequate and positive self-perception is best
formed in a non-threatening situation.

The consideration of psychological aspects of
learning logically leads to the discussion of teacher and

learner relationships found in the following chapter.



CHAPTER III

THE RELATIONSHIP OF TEACHER AND LEARNER

The personal dualities of the good teacher can be
listed, according to Barr, as "resourcefulness, intelligence,
emotional stability, considerateness, buoyancy, objectivity,
drive, dominance, attractiveness, refinement, cooperative-

1 But all of the above characteris-

ness, and reliability."
tics can be found in a person who still might not be a
successful teacher. Gilbert Highet describes the good
teacher in a way which begins to emphasize the heart of the
matter. He says a good teacher must know his subject matter
well; understand and like his pupils; have a good memory,
strong will-power, and be kind.

The important difference between Barr's list and
Highet's description may be noted in the latter's words,
"understand and like pupils" and "be kind." Jersild inter-
jects another important emphasis when he states, "“The

teacher's understanding and acceptance of himself is the

most important requirement in any effort he makes to help

lA. S. Barr, "Characteristics of Successful Teachers,"

Phi Delta Kappan, XXXIX (March, 1958), pp. 282-283.

2Gilbert Highet, The Art of Teaching (New York:
Alfred A. Knopf, 1952), pp. 12-73.
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students to know themselves and to gain healthy self-
acceptance.“l
This writer believes that no matter how a teacher is

described, the one essential which cannot be eliminated is

how the teacher perceives the learner. And the teacher's

self-perception affects the perception he has of the learner.
All of the teacher characteristics, good or bad, are brought
into sharp focus only when that teacher relates with the
learner; and the relationship between teacher and learner
is primarily determined by the teacher's attitude about,
understanding of, and interest in, the learner. This does
not relegate all of the personal and academic gualities
previously mentioned to the area of non-essentials. Rather
it is an attempt to add the catalyst to the incredients
wnich helps distinguish the excellent teacher from the
average teacher. The "discovery of personal meaning of
ideas, values, experiences, or the accumulated culture of
the race is the very essence of learning and the art of
teaching is in helping people to make this discovery."2
Combs and Snygg continue to describe good teachers by saying
that

good teaching can occur though teachers be sweet or

tough, lenient or strict, reserved or outgoing. What

makes an effective teacher, it seems clear, is not the
possession of some particular list of traits. . . .

lA. J. Jersild, When Teachers Face Themselves (New
York: Bureau of Publications, Teachers College, Columbia
University, 1955), p. 3.

2

Combs and Snycg, p. 385.

ool
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There is no kind of personality that all teachers
should have. Good teaching seems, rather, to be a
matter of effective use of the teacher's unicue
persopality. There wil} be as manyimethids of
teaching as there are kinds of teachers.

The mental health of the teacher is closely related
to this area of the teacher's perception of the learner.
Baller and Charles state "that teachers must understand
themselves if they are to gain sound understanding of chil-
dren and a psychologically healthy relationship with them."2
To "know thyself" and "accept thyself" are most important.

Regardless of all the characteristics of a person,
he will be a good teacher only when he adjusts his percep-
tion of the learner to much more than a person who is to
"be taught," or who is "an immature adult,” or who is a
"receptor of knowledge."

The teacher-learner relationship "focuses attention

3 The

upon the very heart of the educational enterprise."
writer feels that in a desirable teacher-learner relation-
ship all the efforts to improve the curriculum, to improve
teaching, to administer an educational enterprise, or to

define the philosophy of American education, are brought to

fruition. Lest this approach be criticized as too etheral

lCombs and Snygg, pp. 398=399.

2Warren R. Baller and Don C. Charles, The Psychology
of Human Growth and Development (New York: Holt, Rinehart
and Winston, 1961), p. 399.

3Robert N. Bush, "Principles of Successful Teacher-
Pupil Relationship," Phi Delta Kappan, XXXIX (March, 1958),
p. 271.
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or emotional, let it be understood, as Bush states it, that
"the personal, . . . or rapport and feeling tone is one, and
only one, aspect of the total" picture. The object is to
describe the total climate for learning, not just how well
the teacher and learner like each other. There is a growing
number of studies concerning the teacher in a classroom with
the learners, and the need is for more detailed and clinical
study of how successful teacher-learner relationships occur.l
Bush cites two factors which seem to be paramount in
determining a successful teacher-learner relationship.
First is the matter of divergence between the goals of the
teacher and the learner. Second is the knowledce of the
learner by the teacher. He makes the observation that plati-
tudes about the "good teacher" tend to ignore the facts of
the variable traits of each teacher and the infinitely more
variable personalities of the learners. He further states
that the
feelings of pupils toward teachers and learning situa-
tions appear to have far-reaching consequences. Since
it seems that the most pervasive, longlasting lessons
are learned under emotionally charged conditions, and
since large numbers of the relations between teachers
and pupils are relatively lifeless, until at times the
classroom appears almost to become an "affectional
desert," the direction for reform suggests itself.
Bush concludes that "since emotion is so prominent in all

learning it would appear that the arousal and direction of

students' feelings, both in relationship to the teacher and

lBush, Phi Delta Kappan, XIXIX, p. 271.

2Bush, Phi Delta Kappan, XZXIX, pp. 272-273.




41
to that which is being learned, should receive greater atten-
tion by the teacher."l One must add that students' feelings
toward life and society must also be considered and devel-
oped in a positive manner.

Another important factor in teacher-learner relations
is the so-called "mental hygiene" point of view. Baller and
Charles cite several studies which compared the relative rank-
ing of children's classroom behavior by both classroom teach-
ers and mental hygienists. The first of the studies was
conducted in 1926 and the latest in 1957. It was interesting
to note that although there has been considerable convergence
between the opinions of teachers and mental hygienists about
what is "serious misbehavior" over the period of thirty-one
years, there still is considerable divergence in their opin-
ions. The teachers remain more concerned with conformity to
classroom orderliness and routine than with expressions of
withdrawal and unhappiness. An encouraging trend, however,
is the teacher's increasing awareness of the relation between
good mental health and such behavior as resentfulness,

2 The direc-

cruelty, sensitiveness, sullenness, and shyness.
tion of this trend can be seen in Tyron's statement that the

function of our schools is not only to foster thinking, but

1Bush, Phi Delta Kappan, XXXIX, pp. 272-273.
2

Baller and Charles, pp. 409-414.
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in addition, to create the atmosphere which will encourage
a learner to know how to act and feel.

This leads one to consider the question of discipline
as part of the teacher-learner relationship. In a 1949 study
by Stendler cited by Baller and Charles, the methods most
favored by elementary teachers for coping with discipline
problems were "talking to" the child and "adjusting the work"
of the child. Next most popular methods were studying the
"cause of behavior" and "taking punitive measures." Mental
hygienists, on the other hand, tend to prefer studying the
cause of behavior over all other methods.2

The implication is that a tension-free atmosphere,
coupled with serious teacher efforts bent toward helping the
learner understand the reasons for his behavior, will lead
toward the goal of positive self-control, which is the basis
of all good discipline.

What other factors besides discipline, mental hygiene,
emotions, and goals are important in the teacher-learner
relationship? Certainly motivation cannot be ignored. Moti-
vation as used here means need-satisfying and goal-seeking
behavior which would include physiological drives, uncon-

scious needs, ideals, clearly formed purposes, and interests?

lpaller and Charles, pp. 415-416.

2Baller and Charles, pp. 416-418.

3Ernest R. Hilgard and David H. Russell, "Motivation
in School Learning," Learning and Instruction, Forty-Ninth
Yearbook of the National Society for the Study of Education,
Part I (Chicago: The University of Chicago Press, 1950),p.38.
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The teacher-learner relationship will deteriorate or
grow healthily, depending on the extent to which the teacher
can understand and guide the motives or needs of the learner:

The genius of ¢ood teaching lies in the ability to
challenge students without threatening them. To do
this effectively means that teachers must be sensitive
to the impact upon their charges of what they do and
say, for the distinction between threat and challenge
lies not in what the teacher thinks he is doing, but
in what the students perceive him to be doing.

An example may help clarify this statement. If the
teacher recognizes and satisfies the learner's need for self-
respect, then learning will be positively affected. If, on
the other hand, the teacher debases a learner, heaping
criticism and sarcasm upon failure, then learning will
decrease considerably, due to the learner failing in this
situation to find the satisfaction which his need for self-
respect demands.

Another strong motive for learning is the learner's
interest. If his interest is aroused, either by himself or
through external factors in the learning situation, then his
learning will be strengthened. For instance, the person who
is strongly interested in such a thing as fishing (or mathe-
matics) will spend much extra effort, time, and even money
on learning more and more about the subject of his interest.
This is in sharp contrast to the effort and time spent on

the same topics by one who has little or no interest in

them. What, then, is the task of the teacher? As a minimumn,

lCombs and Snygg, pp. 389-390.
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it will e to learn of eacn c1ild's interests and lilies, so
that they nay be ised advantaceously in as many areas oL

learning as »nossivle. Zven Letter, it challenges tue

teacher to create learninc situations wiaica neln the
learners to have an aroused interest. Cnildren can learn
to develop interest, as well as other things, so a lively,
enthusiastic teacaher can nelp the.l develop new interests.
Hilgard and Russell swanarize tne position of motivation
in the teacher-learner relationsnhip thusly:
The proper imotivation of learning is one of the kasic
essentials of any set of edicational experiences.
Learning seens to e wore coxplete and iwore efficient
wnen it is enercized and directed by strong motiva-
tional factors. Accordingly, a larce part of the
teacher's task is to understand the iwotives of chil-
dren and to use then in stimulating desirable
learning.

Underlying all of the previous description of the
various aspects of the teacner-learner relationship is the
central theite so often expressed by Dr. Ernest O. Melby in
his teacuing at Michigan State University. ile urced that
the basic hwuan relations inherent in the teacher-learner
relationship should empnasize the personal value and worth
of eacin individual, botn learner and teacaer, and that eaca

must attach ¢reat inportance to the other waien working

tocether in a learning situation.

lHilgard and Russell, N.S.S.E. Forty-HNintn Yeariook,
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CHAPTER IV

THE ORGANIZATION FOR INSTRUCTION

The pampnlets, What Research Says to the Teacher,

are an objective, readable, and authoritative source which

educators can consult.l

Wrightstone gives an excellent summary of research
on the problems of organizing a class for the most effective
learning.2 Burton, however, emphasizes that

the personality and ability of the teacher is a factor
which conditions any and all statements which may be
made concerning the organization of instructional and
classroom procedures. An able teacher of lively person-
ality, possessed of creative insight into the learning
process will vitalize the most formal organizational
structure for learning. A dull, unenthusiastic person-
ality will cut the life out of methods which would
ordinarily make for vivid, dynamic classroom situations.
Burton tends to support the general findings of Wrightstone
that "an instructional scheme which gives careful attention

to the total experience of the learner seems on the evidence

so far developed, to be superior to one which is primarily

lWhat Research Says to the Teacher (Washington 6,

D.C.: National Education Association, 1201 Sixteenth St.,
N.W.), 1954 to 1960.

2J. Wayne Wrightstone, "Class Organization for In-
struction," What Research Says to the Teacher, pp. 1-33.

3william H. Burton, "Implications for Organization
of Instruction and Instructional Adjuncts," N.S.S.E. Forty-
Ninth Yearbook, p. 225.
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concerned with the mastery of subject matter."l

One principle which seems clear is that the main
purpose of any organizational scheme must be that of meeting
the needs of different individuals in a class.

Nonpromotion has been suggested as a means to meet
the needs of some individuals. Wrightstone shows it has
been well substantiated that nonpromotion is not an effective
means of meeting the needs of slow learners. The desired
homogeneity of abilities is just as absent from classes in
schools where nonpromotion has been practiced as in schools
where all children are promoted each year. In fact, con-
comitant results add to the problem by emphasizing a child's
"failure" and creating emotional disturbances which com-
pound the child's learning problems.2

Other attempts to increase homogeneity of a class
are such things as grouping by ability, departmentalization,
and differentiated curriculums. These plans lend little to
increasing homogeneity, but do aid administratively in
handling schedules of children.

The approaches which tend to emphasize individual
needs best are grouping within a class by interest, personal
choice, or ability; ungraded primary plans; core curriculum;
and individualized assignments. Since no one plan can meet

all the diverse needs inherent in an effective learning

situation, Wrightstone gives three criteria for any

lWrightstone, p. 31. 2Wrightstone, pp. 4-5.
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organizational plan for instruction. He requires flexibil-
ity, based on individual needs; independence, developed by
the learner; and control, both by the individual and the
group.l

Stratemeyer points up the futility of attempts to
group learners so they will all be able to study and learn
at the same rate, in the same material, at the same time:

While research data regarding individual differences
exist, there is little conclusive evidence to elevate
one way of grouping learners above any other. . . .

It is possible to reduce the range of abilities and
group learners for specific teaching purposes, but
such ¢groupings should be recognized for what they are
--a reduction in range of differences in some particu-
lar abilities. No matter what criteria are used for
grouping the class will still include individuals with
a wide variety of interests and aptitudes, abilities
and motivations. In this sense, there is no really
homogeneous group but merely a ¢roup which has been
selected on the basis of certain similarities.?

Individual and small-¢group experiences must occupy
more of the classroom time, then, if grouping is to meet the
needs of individuals.

Grouping which breaks the lock-step of chronological
ace would seem to be desirable, since so much variance
exists among a c¢roup of eleven-year-olds, for example. Per-
haps more promise of effective organization in secondary
scnools will be found in those practices which consider the
maturity, interest, special aptitudes, and achievement of

the learners. The ability to progress (or regress) from

one level of a subject to another before a school year ends

lWrightstone, p. 25. 2Stratemeyer, p. 433.
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also is important. Music classes have been organized along
these lines for cuite some time, and the freedom of talented
individuals to grow continuously is evident in many high
school bands or orchestras. At the same time, those with
limited or average ability, but high interest, still could
fit into the structure characteristic of such music programs.

In the elementary school, the non-craded plan, with
freedom to advance at the rate appropriate to the ability
and effort of each individual, seems to be a most promising
way of organizing for instruction.

Another important aspect of flexible grouping, some-
times overlooked by educational planners, is the fact that
increased flexibility requires more pupil-teacher planning
to be most effective. Stratemeyer emphasizes that "pupil-
teacher planning is essential for effective use of the
varied means of meeting individual needs."l

In conclusion, effective organization for learning
must recognize the following key ideas.

Any grouping should remain flexible and adaptable
to the changing needs of individuals, for variance exists
within an individual as well as among individuals for the
abilities, aptitudes and interests related to learning.
Since these abilities and interests change, the typical lock-
step of annual grouping becomes cumbersome and unrealistic.

Nonpromotion seems to hold little promise as a

lStratemeyer, pp. 445-446.
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generalized practice to meet the needs of individuals. A
teacher with the ability to help each child progress from
where he presently functions in each area of knowledge will
better meet the needs of slow learners.

Finally, any form of grouping should hold as its
ultimate purpose the facilitating of pupil-teacher relation-
ships, which generally occur more easily in some sort of

small group experiences.



CHAPTER V

THE MATERIALS OF LEARNING

Materials of learning are defined here as all the
objects and things which can be used as tools to implement
the learning process. Such things as the textbook, workbook,
films and projectors, models, tape recorders, record players,
science apparatus, arts and crafts supplies, maps, flannel
boards, magazines, newspapers, teaching machines and many
other similar items are the "materials of learning." For
simplification, this study divides these materials into two
general categories, the textbook-workbook group, and all the
other materials mentioned above.

Murray Thomas concludes that research on use of
learning materials has supported the generalization that the
use of a wider variety of materials will lead to greater
learning and will by their very nature increase student
participation, thus enhancing learning.l

In this study, the use of textbooks will be con-
sidered separately from the other materials of learning,

since they are so preponderantly used by teachers in com-

parison to the other materials. Alcorn and Linley guote

1Murray R. Thomas, "Research Dealing with the
Materials of Learning," Phi Delta Kappan, XXXIX (March,1953),
pP. 265.
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an article from Better Schools, supportinc¢ the emphasis on

textbooks. "The textbook has been called the child's ‘other
teacher.'“l Textobooks are one of the most pervading and
potent influences on the teaching-=learning process:

The textbook was the resource listed by both elementary
and secondary principals as the one recently most useful
for a teaching program (1960-61). What the publishers
printed for school use was indicated as a strong deter-
minant of what the students had studied.?

According to the above N.E.A. survey, "Textbooks are con-
sidered to continue as the most useful resource through the
1961-1965 period."3

This has been true for some time, as McNally and
Passow show in their brief, historical sketch of early
curriculum improvement efforts:

The conception of the curriculum as a collection of
subjects guided the approaches used to improve programs
generally. There were a few individual reformers who
saw the educational program whole, but the textbook
writers preparing publications in a single subject area
had the last word. It was the textbook writers who, by
their selection and arrangement of content, both influ-
enced and created the curriculum of the schools from
the time of graded classes in the 1340's. Where the
lawmakers fixed the subjects to be taught, the textbook

1Marvin D. Alcorn and James M. Linley (eds.), Issues
in Curriculum Development (New York: World Book Co., Yonkers-

2The Principals Look at the Schools, A Working Paper
Prepared for the Project on the Instructional Procram of the
Public Schools (Washington 6, D.C.: National Education Asso-
ciation, 1201 Sixteenth St. N.W., 1962), p. 23.

3The Principals Look at the Schools, N.E.A., p. 42.
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writers prescribed the lessons in these subjects. . . .
One obvious means of curriculum_ improvement was the
production of better textbooks.l

If the previous descriptions in this study of the
many sides of learning are accepted as valid, then the cur-
rent emphasis in public schools on the textbook as the
center of the curriculum represents a rather limited
approach to learning.

The preceding chapters have emphasized that learning
is chance in behavior; that the learner with his social and
psychological characteristics must be considered; that the
teacher-learner relationship is of vital importance; that
integrative understanding is the main legitimate goal of
education, emphasizing learning how to learn; that the
teacher must be a constantly crowing learner; that the needs
of our democratic society demand more than merely the learn-
ing of facts; and that learning is a continuous, lifetime
process.

Where, then, does the textbook fit into this descrip-
tion of learning? Highet says, "Many textbooks . . . do not
tell the reader clearly what he is going to learn. They do
not, while he is learning it, show him the relation of eacn
part to the whole. And they usually finish not with a

reasonable conclusion and a glance backwards, but abruptly

lgaro1d J. McNally and A. Harry Passow, Improving
the Quality of Public School Programs (New York: Bureau of
Publications, Teachers College, Columbia University, 1960),
ppo 29-300
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and even rudely.“l Nila B. Smith reiterates, "More chal-
lenging materials are needed. Children of today are sophis-
ticated; much of the material they are supposed to read in
school is below their level of intelligence and under-
s ll2
standing.
So clearly, one of the educators' important tasks is
to press for the ever-improving writing of textbooks. This
writer has observed few textbooks written with the coopera-
tion of the subject matter specialist and the child develop-
ment specialist. This might be one way to combine the
logical, sequential presentation of content in a learner-
centered format which emphasizes the learning skills and
process egually with content. Educators should consider
this as an important criterion when selecting textbooks.
The description of curriculum improvement by Lloyd

B. Jones emphasizes:

Since classroom textbooks to some extent determine, as

well as limit, the teaching and learning in the class,

they are selected with great care in the Denver Public

Schools. . . . The scrutiny of textbooks is a con-

tinuous process. . . . In some cities, textbook selec-

tion is considered a part of curriculum making. In

the Denver Public Schools, however, there is a strong

tradition of first determining what the curriculum

shall be and then seeking the instructional materials

which are best adapted to the curriculum. When no

commercially published materials are available "home-
grown" publications have been prepared.

lHighet, p. 80.

_ 2Nila B. Smith, "Reading for Today's Children," The
National Elementary Principal, Thirty-fourth Yearbook of the

Department of Elementary School Principals (Washington 6,
D.C.: The National Education Association, 1955), p. 8.

3McNally and Passow, pp. 203-204.
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Not only should texts be chosen with care, but
several series should be available, at several grade levels,
so the teacher may choose from a variety of approaches, as
the needs of the class dictate. This idea is supported by
J. Bernard Everett and Wilson C. Colvin of the Newton,
Massachusetts, public schools, who say that in their system
"multiple, rather than single, adoptions is the accepted
practice in all subject fields at the elementary level and
in most subjects at the secondary level.“1

Even if cood textbooks are written, and then chosen,
with variety enough available to serve as real resources,
there still remains the job of their skillful and careful
use. The role of the teacher should remain dominant,
utilizing the principles of learning and human development
as the base upon which to build learning from the texts.
Alcorn and Linley decry the dominance of the textbook when
they say, "Certain traditional practices have resisted the
developmental point of view described. . . . None is more
resistant than the subservience of teacher and pupil to the
dullness and dogma of textbooks. The result is poor communi-
cation and inadequate learning."2 The teacher, then, has
both the right and responsibility of making the textbooks

serve, 1in proper perspective along with all the other

lMcNally and Passow, p. 231.

2Alcorn and Linley, p. 402.
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instructional materials, to achieve the richest of teaching-
learning experience.

No one type of material can be shown to be best for
most learning situations, but instead the ideal seems to be
found in some system which puts as many different kinds of
materials as is possible at the command of the teacher.
These materials should be used by the effective teacher,
then, especially in conjunction with the skilled advice of
an experienced consultant, in a creative and balanced manner
so as to achieve harmony and integrity in the teaching-
learning process.1 Unfortunately, this harmony of various
materials can be upset by the dominance of the textbook as
a material of learning.

In conclusion, then, it would seem that it is the
teacher who must, in the final analysis, strike a balance

in the use of the materials of learning.

lalcorn ana Linley, p. 201.



CHAPTER VI

THE EVALUATION OF LEARNING

The process of evaluation helps give meaning,
direction, and understanding to knowledge. If the teacher
thinks of evaluation in the typical, narrow sense of "test-
ing," then he has a very limited understanding of the place
evaluation has in the teaching-learning process. If he
thinks of evaluation as a continuous, integral part of
learning, then the importance of evaluation becomes evident.

What is good evaluation? 1Is it testing alone?
There are at least seven factors in evaluation.

(1) clarify and define the objectives.

(2) Relate these objectives to the types of pupil
behavior which give evidence of learning the
objectives.

(3) Use appropriate instruments and techniques.

(4) Record the results of evaluating.

(5) In addition to collecting data, make judgments

concerning the learning by the pupil. Recorded
data are not enough.

(6) Consider each pupil as an individual human, rec-
ognizing his characteristics and personality.

(7) Evaluation should lead the teacher and learner
to diagnosis and remedial steps, if necessary.

lBurton, N.S.S.E. Forty-Ninth Yearbook, pp. 249-250.
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Swenson emphasizes the same ideas in the following
quote:

Learning can be properly appraised only in terms of
learning goals, those held by the learner and those
held by the teacher. . . . Next, evaluation of learning
can proceed properly only in terms of the learners' aims
and their individual and group characteristics. This
requirement can be met only to the extent that the
teacher knows the pupils and they know themselves. . . .
Finally, evaluation should proceed in terms of what is
known about developmental sequence of learning tasks.
That is one of the reasons that evaluation must be con-
tinuous. The children and the teacher must know where
they were yesterday in order to plan well what to do
today and must observe where they are today_in order

to proceed to best next steps for tomorrow.

What Swenson says about the primary-grade teacher
developing desirable levels of aspiration is equally appli-
cable to teachers at all levels. This is part of the chal-
lenge of learning: aspirational levels rise as new learning
occurs.

Rothney emphasizes the fluid status of the process
of evaluation of learning and encourages the professional
teacher to accept the challenge which arises from the poten-
tial value of good evaluation. He sees new tools and
techniques as well as better validated older methods of

evaluation becoming an increasingly important part of teach-

ing and learning.2

lEsther J. Swenson, "Applications of Learning Prin-
ciples to the Improvement of Teaching in the Early Elementary
Grades," Learning and Instruction, Forty-Ninth Yearbook of
the National Society for the Study of Education, Part I (Chi-
cago: The University of Chicago Press, 1950), pp. 277-278.

230hn W. M. Rothney, "Evaluating and Reporting Pupil
Progress," What Research Says to the Teacher (Washington 6,
D.C.: National Education Association, 1201 Sixteenth St.,
N.w., 1960), p. 31.
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It would seem that these authors and others like
them are emphasizing the idea that learning and evaluation
are part of each other. The best learning will occur only
when the learner knows, accepts and desires certain goals,
and then assesses his progress toward these goals periodi-
cally. Very basic questions each te<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>