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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



&
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
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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)



29
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

L34

- 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



67
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>



7
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.



































































































































































































































































































































































































































































































































































































































































































