A METHOD FOR EVALUATING THE BASIC PHILOSCPHIES
OF TEACHERS THROUGH THEIR ATTITUDE
TOWARD CURRICULUM

A Digssertation
Presented to
the Faculty of the Graduate School
University of Houston

In Partial Fulfillment
of the Requirements for the Degree

Doator of Education

by
Charles Marvin Kelso
August 19568



A METHOD FOR EVALUATING THE BASIC PHILOSOPHIES
OF TEACHERS THROUGH THEIR ATTITUDR
TOWARD CURRICULUM

An Abstract of a Dissertation
Presented to
the Faculty of the Graduate School
Univereity of Houston

In Partisl Fulfillment
of the Requirements for the Degree
Doetor of Education

by
Charles Marvin Kelso

August 19565



A METIIOD FOR EVALUATING THE BASIC PHILOSOPHIES
OF TEACHERS THROUGH TIIEIR ATTITUDE
TOWARD CURRICULUM

(An Abstract)

Problem, The two«fold purpose of this study was to
develop and valldate an attitude inventory which would
measure a teachert's phillosophy through hls attitude toward
curriculum and to demonstrate 1its uses, Two majJor hypoth-
eses were investigated: (1) between the two extremes of
philosophy there 1s a common ground, eclecticism, a philos-
ophy of its own; (2) basic phillosophies of teachers can be
tested by taking inventorles of thelr atfltudes toward
curriculum, Three minor hypotheses were also Investigated:
(1) there are differences between the philosophies of
teachers as individuals and as groups; (2) the philosophy
of the teacher 1is influenced by the institution in whilch he
was trained; (3) the phllosophy of the teacher is influenced

by his experiences.

Procedures. An attitude inventory of two parts was

compiled, Part I being a test of the teacher's attitude
toward curriculum, and Part II a test of his classroom
practices, This inventory was refined through the opinion
of experts, It was administered to 175 elementary teachers.

Correlations were made between Part I and Part II scores;
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between Part II scores and retest scores; between Part II
scores and the Minnesota Teacher Attitude Inventory scores;
between Part II scores and scores supervisors gave Part Il
subjects, individusl correlestions here belng made both on

the total score on Part II and on each item,

Findings. It was found through correlstions that
the instrument developed was wvalld for the purpose of
teating the basic philosophles of teachers, Part I and
Part II had a correlation coefficlent well above the five
per cent level of confldence. The relationship bhetween
scores on Part II and a retest was &t the one per cent level.
Part Il scores and Minnesota Teacher Attitude Inventory
scores gave & correlﬂtion coeffiecient of better than the
five per cent level. The correlatlion coefficient between
the teachers! own total scores and scoree given them by
supervisors was above the five per cent level; but when it
was computed item by item using the same teachers and the
same supervisors, a& correlation coefficient at the one per
cent level was obtalned. It may be stated that the philos~-
ophy of teachers can be tested through an inventory of their
attitude toward curriculum; that the instrument developed
for this purpose proved vallid; and that between the two ex-

tremes of philosophy there is & comumon ground which forms a
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philosophy of 1ts own, eclecticism, in which the teacher
may be conservative in one respect, liberal in another,
choosing the best from both extremes, resulting iln a sane
mlid~ground philosophy. An investigation of the minor
hypotheses indicated thsat the philosophy of a teacher is
influenced to some degree by the institution in which he
was trained, that there 18 reason to belleve that a
teacher!s philosophy is influenced by his experiences, that
the women are & bit mare progressive than the menj that
Negro teachers lean slightly to the eonservative gide; that
there are differences between the philosophlies of teachers
as individuals and as groups. This fact can be used to
determine the phllosophy of a school through the testing of
its individual faculty members, thus indicating the extent
to which the school deviates from conservative practices
and approsches progressive ones. It follows that the in=-
ventory supplies usable personnel data, serving as a score
sheet to be used by administrators and supervisors to eval-
vate a teacher's attitude and compare thelr evaluation of
him with his evaluation of himself, It can further be used
in this same manner by administrators to determine the ex~
tent to which the philosophy of supervisory personnel in-
fluences the philesophy of the school.
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CHAPTER 1
INTRODUGTION
Statement of Problem

Much has been gaid about progressive education.

Educators have been criticlzed for belng too progresslive

or not progressive enough. Some people refrain from using
the term "progressive® and when forced to convey the idea
will use the words “liberal® or *modern." Besldes a need
for a definite definition of progressivism, eclecticisnm,

or any other type of educational philosophy, there 1s a
definite need for a test which will indicate the phllosophy

of school peocple.
Purpoese

The major purpose of this study 1s to develop and
valldate a test or attitude inventory which will indlecate
the philosophy of & teacher through his attitude toward the
curriculum, It 1s also the purpose of this study to demon-
strate some of the uses which may be made ¢f the test.

The test can be used to indicate any slgniflcant
dikrerences between the philosophies of the teachers of the
wvhite faculty and those of the Negro which would make them
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incompatible in working together as an integrated faculty.
This study should be of service to boards of educatlion in
formulating policlies concerning employment of Negro teachers
in integrated systenms,

It 18 important that a board of education have as
much objective data as possible on each employee of the
school, 8ince a teachert's philosophy is generally conveyed
to the personnel director of a school system ln a subjective
manner, an attitude inventory would supply additional ob=-
Jective evidence of value to personnel offices.

The test can serve as a score sheet to be used by
administrators, including supervisors, to evaluate a
teacherts attitude., Comparisons can be made between the
supervisor's evaluation and the teacherts evaluation of
herself, This study should be of gervice to those wishing
to make further study requiring the comparisons of groups
of teachers whather the groups be divided according to race,
sex, faculties, amount of experience, teaching field, or

college attended.
Definition of Major Termsa

Progressive Educatlion: the designation of a reform
novement in education (first used in founding the
Progressive Educational Association in 1619) that rep-
resented a protest against formalism and was the




outgrowth of a number of psychological, soclal, and
artistic doctrines; more receantly progressive education
has become ldentified to & large extent with the prag-
matic educational philosophy of John Dewey &and with the
soclial dootrines of democracy; emphasized learning by
doing, through purposeful activity on the part of the
pupll, with consliderable regard for individual differ-
ences 1in intereat and capacity and for the freedom nec-
essary to carry out these pollicies,

Pragmatism: (1) the philosophical school of thought,
founded in the United States by C. 8, Plerce and willlam
James and continued by John Dewey, that holds that the
meaning of an 1dea consists in the conduct 1t designates,
that all thought distinctions consist in possible dlf~
ferences in practice, that thinking 1s a funetional
process for gulding action, and that a truth is to be
tested by the practical consequences of believing it}
(2) in education, the doctrine that views the child as
a changing, growing personality and considers learning
and teaching as processes of sommuniecation and partic%-
pation that promote the reconstruction of experierice.

Philosophy of John Dewey: a pragmatic phllosophy of
education, formerliy known sz instrumentalism but now
generally called experimentallism, that avolds the meta-
physical, holds that both knowledge and value are instru-
mentally determined, and 18 strongly orlented toward
democracy; has had & profound influence on the progres-
sive education movement in the United States.d

Esgentialism: the doctrine that there is an indis-
pensable, common core of culture (certain knowledges,
gkills, attitudes, ideals, etc.) that can be identifled
and should be taught systematicslly to ell, with rigor-
ous standards of achlevement, it being regarded as a
definite adult responsibllity to guide education in this
direction; presupposed, not that an individual pupll

Ycarter V. Good, Dictionary of Education, p. Sl4.

2rvia., p. 304.
SIbid., p. 296.



4

freedom 18 to be dismissed, but rather that such free-
dom 18 to be made an aim or achievement instead of a
mesns of education.4

Perennialism: a movement which holds that the only
hope for sound education--and indeed for a sound cul-
ture-~1g through restoration of the spirit whish govern-
ed education during the Middle Ages. The perennlalist
18 not so much interested in emphasirzing the soclal
heritage as he is in emphasizing eternal, absolute prin-
¢ciples of truth, goodness, and beauty which are outside
space and time~-which are in profound sense everlasting
and therefore perennial, The medleval system of educa-
tion wag, in essence, dedicated to the search for *first
principles® of this nature. The aim was to search out,
by means of logical analysis, such invulnerable and
deductively certain axioms that everyone possessing the
necessary intellectual equipment would recognize them
selfevidently for what they are.d

Reconstructionism: agrees up to a point with the
perennlalist; there 18 a desperate need for oclarity and
certainty, for our civilization is beset with frustra-
tion and bewilderment. It radically dlsagrees, however,
with perennialism's solution. Instead of returning to
the Middle Ages, it would attempt to bulld the widest
possible consensus about the supreme a&ims which should
govern man~kind in the reconstruction of world culture,
These aims can be delineated through cooperative re-
search, The world of the future should be a world which
the common man rules not merely in theory, but in fact.
It ghould be a world in which dream of both anclent
Christianity and modern democracy are fused with modern
technology and art into a socliety under the control of
the great majority of the people who are rightly the
soverelign determiners of their own destiny.

Eclecticiemt: (1) the practice of formulating a

41b1a., p. 155.

OThecdore Brameld, Ends snd Means in Educatlon, 1950,
Pp. 14-16.

61b14., pp. 16-16.
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composite body of thought made up of views chosen from
various systems, especially the borrowing of doctrines
from differing philosophical schools or rellglous
sects} (2) a school of phllosophy that endeavors to
conatruct a coherent and harmonlous ‘system of thought
or belief by adopting selected beliefs from various
rival schools or sgystems,

Limitations of the Btudy

Because the writer wished to administer personally
the tests used in gathering the data, 1t was necessary to
establish certain limitations. The study was limited to
those school districts in Brazorla County which contain
both Negro and white elementary schools. Only the teachers
and the principals of the first six grades were studied
because the instrument used contains items that are more
significant to teachers of those grades taught in a self-

contained classroom,
Setting for the Study

The schools in southwestern Brazoria County were
studied because they contained both Negro and white facul~
ties. The Velasco, Lake Jackson, and Jones Creek schools
of the Brazosport Independent 3chool District were excluded

from the study because the number of teachers involved

7Carter V. Good, Dictionary of Eduecatlion, p. 1l44.



would be too great in proportion to the number of Negro
teachers studied in that area. The selection of the
Fleming and Clute Schools was considered by the administra-
tion of the Brazosport Independent School District as a
fair representation of the white elementary teachers of that
distriet. With the above mentioned exceptions the unshaded
territory in Flgure 1 represents the geographie reglon of
the investigation. The location of Negro schools in
Brazoria County follows the pattern set by the plantation
areas in pre~Civil War days. This area 1s confined to the
southwestern section of the county and that portion of the
county which reaches up both sides of the Brazos River to
the county line.

Fifteen elementary schools, nine white and £ix Negro,
in five different school systems were studled. Each super-
intendent was contacted by letter and his permission gained
to give the test to the teaching personnel in his school.8
Date concerning the philosophy of the teachers were obtalned
by tests administered to the teachers, principale, and
supervisors, When there was no supervisor, the superinten-
dent 414 the checkling necessary.,

In these schools the test was administered to one

BSee Appendlx A for this letter.
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hundred and thirty-five white teachers and forty Negro
teachers, a total of one hundred snd seventy-five. These
figures and the number of sublects in each school system

are tb be found in Table I.
Plan of the Study

This Ainvestigation teats two major hypotheses and
three minor hypotheses concerning the philosophy of the
classroom teacher, The major hypotheses were as follows!

There 18 a common ground between the two extremes

in phllosophy which forme & philosophy of its
own.,

The basic philosophy of teachers can be tested by
takling an inventory of their attitudes toward
curriculum.

binor hypotheses were the followlng!

There are differences between the philosophies of
teachers as individuals and ae groups.

The phllosophy of the teacher is influenced by the
institution in which hlse training vas recelved,

The philosophy of a teacher is influenced by his

past experiences; for example, his teaching ex~
perience in definite filelds,

Methods of Procedure

Data were secured by administering the following
tests® to the teachers: Part I, a test of the teacher's

9See Appendix B,



TABLE I
NUMBER OF TEACHERS IN THE FIRST SIX CRADES IN

SCHOOLS OF SOUTHWESTERN BRAZORIA COUNTY
TO0 WHOM TESTS WERE GIVEN

e e ]

8chool Schools White Nebro Total
Districte Tested Teachers Teachers Teachers
Angleton 5 43 12 56
Brazoria 2 10 4 14
Bragzosport S 47 7 54
dweeny 3 21 11 32
Weat Columbia 2 14 6 20

Total 15 136 40 175
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attituvde toward curriculum; Part II, a test of clessroom
practices, These tests were administered by this investl-
gator, There was a totsl of sixty-five questions in Fert I,
The test of classroom practices contained a totzl of fifty
questions, The Minnesota Teacher Attlitude Inventory wze
admlnistered to elghty teachers who had previously taken
Part I end Part II.

Treatment of Data

For the purpose of convenlence, the followlng 4lvi~
glons of the subject matter of the study have been adopted.

A review of the literature related to the basie

philosophies being considered, Keviewing the literature on

the basic phllosophles used in thia study necessitates a
categorizing of the definitions listed in that portion of
this chapter under Definition of Major Terms, These Gef-

initions range from extreme progressivism to extreme essen-
tialiem. Progressive education, pragmatiem, and the philog-
ophy of John Dewey will be treated as progressivism, Per-
ennialism and esasentlallsm will be ireated as oonservatiem,
Reconstructionism and eclecticism will be considered the
nidpoint or common ground between the twa extremes.,
Progressivism covers the field of education all the

way from administration to classroom practices. It deals
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with all problems from the most abstract statements of
philosophy to the specific outcomes of the educative pro-
cesses. It is necessary for the purpose of this study that
Chapter. II should discuss progreaaiviam from the general and
abstract point of view and then proceed with a more definite
phase related to the classroom practices of curriculum, be~
cause the instrument developed in Chapter III attempts to
measure such practices. The Education Indexlo refers inter—
changeably from the activity method to progressive education.
The activity method 18 so definitely a phase of progressive
education that in the review of literature it is treated

separately.

The validation of the test. The selsctlon of the

items for the test is described along with the sources of

the items in Chapter 1II., Poor items were eliminated through
advice of members of a seminar and a workshop, The test was
further refined through the comblned opinion of sixteen ex-
perts. It was still further validated by correlating the
scores on the two parts and by correlating the scores with
those made by the same subjects when evaluated by principsls

and supervisors,

loDorothy Ross Cerpenter and Elizabeth L. Miller (ed.),
Education Index (New York: H, W. Wileon Company, 19563),
P. 1479,



12

Purposes for which the instrument may be used. Chapter

IV demonstrates the followlng uses to which the test can be
put: (1) to show the philosophy of & teacher tralning in-
stitution; (2) to test the philosophy of teachers in each
grade or subject-matter field; (3) to demonstrate the re-
lationship of philosophy to years of experience; (4) to show
the philosophy of & school through the testing of its indi-
vidual faculty members; (5) to determine the extent to which
the philosophy of supervisory personnel influences the phil~
osophy of & school; (6) to determine the differences in
educational philosophy between sexes; (7) to determine the
differences in educational phllosophy between white teachers

and Negro teachers,

Summary and eonclusions, The summary, as found in

Chapter V, will bring the outcomes of Chapters II, III, and
IV together so that the conclusions based on the hypotheses

can be presented.



CHAPTER II
REVIEW OF THE LITERATURE
Progressivism

The definition of progressive education as set forth
in Chapter I 18 & concise statement by an suthor who is an
authority on definitions. A review of the literaturse on
progressive education should begin with a more elaborate
definition of the term. Carleton Washburne gives one of the
most recent explanations of progressive educatlion in his

book What Is Progressive Education?

Progressive education today is simply education that
attempts to apply in the education of children the find-
ings of science, whether these confirm some old ways, or
point to better and more effective ones, for helping
boye and girls develop their potentialities, as individ-
uals, and as contributing and responsible members of
soclety.

Harold Rugg, with the collaboration and general ap=-
proval of the subcommittee of the New York Working Committee,
Doctors Miles E, Cary, Isaac B, Berkson, and John J, Brooks,
states the Progressive Education Assoclationts position with
respect to education today. American civilization ls in a

period of disruptive transition caused by

lcarleton Washburne, What Is Progressive Education?,
p. 34.
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« + « the uneven rates of change of the two prime
factors of modern culture: the swiftly accelerating
industrislization of oivilized ways of living, and the

. slower, halting, but growing democratization. . . . Men
of thought and lmagination ecreated this moldern sclen-
tiflc and technological way of 1life and . . . must now
insure safeguards for Aits progress,

The danger, seye Rugg, lles in the threst of totalitarlan
diectatorship. In our democratic vay of 1life the people must
give congent to the acts of thelir lesders, They are now

faced with momentous declisions vhich require = high level of

3

understarding among then. He emphasizes progressive educa-~

tion as an important function in this 1nfegration of the
culture with these words:

The "Eilght Year Study* of the Commission on the Re~-
lation of School and College (1933-19841) proved to the
satisfaction of distinguished college leaders—-~among
them was Dean Havkes of Columbia--that the forms of pro=-
gressive education practiced at that time were actually
more educative than the parallel coursea of the conven-
tional schools. The records showed that the graduates
of progressive schools were more competent, more crea~
tive, more alert and intelligent after four years of the
new type of high school educatlion than their mates in
the mass public schools, They won more academic prizes;
they had more lntellectual ekill and information; they
were nore systematic and objective in their thinking,
knew more about the meaning of 1life and education, and
had a deeper and more active intellectual curiosity.
They wvere markedly more concerned about the 1life of
their own community and of the eruclial affairs of the

2Harold Rugg, "A Proposed Statement of Policy for
Progregsive Education,® Precgressive Education, Volume 31,
pp P 31-40. . .

Stvid., p. 33.
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world outside. When left to their own resources, they
initiated more important and stimulating non-academiec
activities.4

A child-centered program alone is not enough., The Jduea-
tional problem must be attacked from both puychologﬁcal and
soclal polnts of view, but & program of education for dis~-
ciplined thought and imagination is lacking. Rugg goes on
to say!

We must learn how to use the school, in cooperation
with 8ll other educative institutions, in furthering
the building of that life of physical and spiritual
abundance and democratic behavior that is now potential-
1y within the grasp of our people.b (

This, he continues, means that our energles must be|spread
to adult as well as to child and youth education if we are

to point out the problems of an industrial-democratic cul-
ture and the dangerous impaot the authoritarian way of 1life
may have upon 1t. He further points out that the éentral
imperatives of civilization and education today arei (1)
that we should practice the principle of the equality and
righte of men, regardless of race, color, or creed; (2)

that we should establish a complete Bill of Rights ?nd Duties
in the economic sphere; (3) that the American peopl& must

learn how to use education to further the bullding 3: more

41p1d., p. 35.
5xb1a.. p. 35.
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permanent conditions for world peace; and (4) that there

must be freedomr to inquire and teach concerning theﬂe prob-

lems.e

*School is an enterprise in guided living. Teachers
must not be propsgendists; they must not indoctrinate for

any specisl ocult gg,concept.‘7 The chief theme of this

new policy lies in disciplined intelligence and imaglination
through rigorously discliplined materials, He theorﬁzes.
then, that the center of attention must be shifted from the
elementary to the secondary school. The first firt} years
the progressives held the schools to be a true commdnlty of
parenta, children and youth, teachers and administrators
with a "community-~centered® school. Today they belﬂeve in
the "education-centered' community, not merely ®school=-
centered.®

W. Kenneth Richmond, writing for the London #imes
Educational Supplement, says that there are two polnts of
view in education which he termms traditional and prjgreasive.
He feels that the proponents of the different polnts of view
should get together on common ground rather than to fight 1t
out, He thinks that 1t is poassible to accept some of one

S1via., pp. 35-40.
7Ibld.’ Pp. 380
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point of view and some of the other.? He published in this
article a table in which he proposed to represent the ex-
treme positions of the two views by summarizing the pros and
cons of the argument. He admits that the table ocould be
extended further, but he left out some items which muat be
added in order to present the desirable literature at hand
should we wish to categorize excerpta from literature ac-
cording to the items of his table.

According to Richmond, the traditional point 'of view
holds that education is primarily a preparation for life,
while the progressive point of view holds that education is
indissoclable from living.lo To uphold the progressive
point of view, Mort and Vincent say that "to replace our
generation with a rising generation that is at least as com-
petent to cope with the problems of community, state, nation,
and world as the older ganeratj.on“ll is a very imp;itant
purpose in bringing up children. Boyd H. Bode emphatlocally

atates that "progressive education gets off the track

gw. K. Richmond, "Perennial Controversy: Looking
Forward and Looking Back,® Times Educationsl Supplement,
20121987, November 20, 19563.

101p44,

1lpaul R. Mort and Williem 8. Vincent, A Look at Our
Schools, p. 64.
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whenever it failse to keep salive & rsallzing sense that it
represents a distinctive and challenging way of 1if .’12
J. Wayne Wrightstone states, “"Education must improve stead-
ily the quality of human relations among pupilﬂ.“la Bode
presents two modern achools of thought:

One emphaslizes the need of making education %mdirect
preparation for life; the other emphasizes the impor-
tance of full and free development. The former prides
itself on its application of scientific method to the
problem of the curriculum; the latter poses as the
cham ion of childhood's right to live a life of its
own,

Psychology has been appeéaled to, and it has put its stamp

of approval on both schools of thought. Washburne presents,
¥The progressive school tries to help children and youth to
learn to adjust to each other and the world around Them."15

The traditional point of view, says Richmond, regards

the learning process as the acquisition of knowledgj, while
the progressive point of view shows the learning process as

the acquisition of experience.16 Bode believes thaﬁ *in a

12Boyd H., Bode, Progressive Education at the Cross-
roads, p. 66.

15Wr1ghtstone, Melister, "wWhat's Ahead in mXp4r1menta1
Education," Looking Ahesd in Education, Bureau of Reference,
Resgarch and Statistics, Board of sduosmtion, New York City,
P. 23,

14pode, op. cit., pp. 86~87.
15

16

washburne, op. c¢it., p. 22,
Richmond, loe. clt.
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democratic system of education . . . we educate people in
order that they may discover thelr needs*? 1nsteadTot
starting with their needs and educating people to fill
these needa., He further states that education 1s supposed
to prepare for membership in the social order and tLat
learning is a process by which experiences are changed so
as to become more serviceable for future guidance.la
Prescott states a basic principle concerning experience by
asking a question, “Is 1t more important that children de-
velop adjusted, integrated personallities or that thfy ful-
£i1ll some other traditional academic objectives?'lg He
defines education as ¥giving children & chance for the pro-
gressive accumulation of meaningful experlenqes thaﬁ will
reveal the world as 1t is" and “helping children to organ=-
ize thelr experiences into generalizations; attitudes, and
value concepts.'zo A study by Mitchell showed tha% elemen~
tary school children educated in a *Child Development®

curriculum made superior gains in the acquisition ¢f reading

17Bode, op. cit., p. 70.
18p0de, op. cit., pp. 36-41. l
Pro-

19D. A. Prescott, "Emotion and the Educativy
cess,” American Council on Eduecation (Washington, DI. C.,
1938), p. 137.

201v1d., pp. 194-195. |
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21 while Bleyne proved thét children with thls type

skills,
of elementary training meintain the reading skills pchleved
in the developmental program when they became high ehqol
studente.2 Mort end Vincent hold that:

When schools must train puplls to pley parts in a
real world, the school is most successful which is as
real and as like the world at 1ts best as 18 pos-
sible,2d

Latin has been dropped from the curriculum because 1% dlad
not offer a life-~like situation and presented no specific
problems for children to solve. The best way to develop
character 18 to test 1t, try 1%, and practice it in a 1life
situation.24

the aim,

The traditional point of view holds that th’ require-
ments of adult 1life and soclety ought to determine1

while the progress point of view prefers that the pupils!
present needs ghould provide the starting point.25 This

21Mary Alice Mitchell, "Reading and the Elementary
Program,® Journal of Educational Research, No. 41, (March

22Thornton C. Blayne, "Retention of 8kllls Acquired
in Developmental Reading Programs,® School and Society,

234ort and Vincent, op. eit., p. 13.

41ma,, p. 12.

25p4 ohmond, loe. eit.
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1dea of progressive education is set forth by Carle+on
Washburne when he states:

Helping children to develop good mental health
helping them to achieve inner poise, self-confidenocd,
happiness, and ability to work and rlay successfully
with others, is a fundamental purpose of progressive
education. 5

He is convinced that everything concerning the classroon,
the teacher, methods of teaching, and classroom experiences
must be geared to this purpose., Only such knowledze or
sklll is taught as can function in ths lives of children
and youth.27 Need is paramount, as shown by the fo?lowing:

The progressive school provides as many opportuni-
ties as possible for the growing child to satiefy his
needs and express himgelf, in ways that will not inter-
fere with other people or with other needs of his
own,28

As a physlician diagnoses and treats individual cases accord-
ing to hls knowledge of cases with similar symptoms, so the

teacher does not waste time on individual needs beoLuse they
can be treated in groups with common needs.29 Bode‘contonds

that pupll interests and pupll needs are the two factors

26Washburne. op. eit., p. 146. {

27rvia,
281p14., p. 20.

29V1v1an T. Thayer, C. B. Zachry, Ruth Kotinsky,
Reorgani ging Secondary Educstion, pp. 40-41.
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controlling educational procedures.ao

The traditlonalists use loglesl methods whilr the
progressives prefer a psychologlecal approach, says
Rlchmond.51 “The most inefficlent way to train the mind
is to concentrate solely on the mind., . . . The menftal,
emotional, and bodily processes are marvelously lntegra-
ted.":”2 According to Prescott, the maturing of character
and personality is the basgic aim of education;35 and ac~
cording to Mort and Vincent, we should strive to develop
each youngster to the highest degree which he is individu~
ally capable of attaining.34

Richmond belleves that the treditional point of view
tends to concentrate on intellectual development, while the
progressive point of view emphagizes the need for all-round
develqpment.ss The whole program of progreessive education

ie, therefore, direocted toward the development of character,

%0Bode, op. eit., p. 73.
S1py chmond, loo. cit.

52Mort and Vincent, op. cit., pp. 16-16.
33prescott, op. cit., p. 126.

S%Mort and Vincent, op. cit., p. 64.

“®Richmond, loe. oit. }
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sccording to Washburne, but progressive education sees the
body, emotion, and mind as parts of the whole childJ con=
tinuouely influencing each other.36 Mort and Vincent, too,
agree wlith this, for they say that nelther mind nor emotions
can be efficlently educated without making sure of a healthy
body, 57

Proponents of the traditional point of view, says
Richmond, ineist that the content of the curriculum has its
own intrinsie value; but the progressives put growth before
gubject matter.58 The most familiar and characteribtic
doetrine of the progressive movement in education is that
education is growth.59 Instead of teaching subjects, we
teach children. Kilpatrick points out this fact:

|
We are properly concerned with our children that

they shall grow, and only secondarily with the subject
matter that it be leamed., The older view seems to
reverse this order.40

Kimball Wiles thinke that evidence of successful teaching

lies in the amount of progress puplls make, not in thelr

56Washburne, op. cit., pp. 144-~152,

57Mort and Vincent, op. eit., p. 16.
S8

Richmond, loc. cit,
%9Bode, op. cit., p. 73.
4°W. H. Kilpatrick, Foundations of Method, P. 346.
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final schievement.4l John Dewey had some definlte ideas

about growth:

Growth is regarded as having an end, lnstead of
of being an end., . . . Since growth 18 the characster-
istic of 1ife, education 18 all one with growing; it
has no end beyond itself., The criterion of the value
of school education 1s the extent to which it creates
a desire for continued growth and suzgliea meansg for
making the desire effective in fact.

Prescott agrees with this bellef:

Finally the evaluation of pupil progress mua# be in
terms of personality develcpment, rather than in terms
limited to the descripzion of increase in specific
knowledges and skills,4S

According to Tyler, the appralsal of progressive ao%ools ie
concerned with the following things: (1) the use of the
major educational objectives as a basis for procedure; (2)
appralsal outside tests and examinations; (3) a oo:Ierative
activity which gives individuasl schools an opportunity to
develop new appralsal 1nstruments.44 He says: ‘

Appralsal 1s important in sny educational experimen-
tation., . . . The purpose of the evaluation program 1is
to develop procedures by which we may determine the
changes taking place in these girls and boye and there-

by enable each school to discover year by year the
degree to which 1t is accomplishing its signitl?ant

41K1mball Wiles, Teachine for Better Schoolsl pP. 324.

4250nn Dewey, Democrecy and Education, pp. 60-62.

45Prescott, ov. oit., p. 196.

44R. M. Tyler, “Appralsing Progressive Schools,®
Educational Method XV (1936), pp. 412-414.
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edusational purposes.45

The concept of freedom as a natural gift instead of
|
something for conquest is beat exemplified in the words of

Carleton washburnes

Just as the first war "to make the world safe for
democracy® resulted in an incorease in the dlectatorships
in the world, so the seoond world war left us with a
8till greater menace of world-wide autocracy. Increas-
ing our military might and using 1t in viotorious wars,
in both cases were followed by an actual increase in
the extent of autoeraocy in the world, not by an|in=-
crease in the democracy for which we avowedly vere

fightling.

The way to combat autoeracy is through strenétheniug
democracy. The strengthen1n§ of democracy is a primary
goal 1n progressive schools,46

The progressives make no appeal to authority because

they feel that authority is oppressive, as 1llustrated in

|

Progresslive education , . . 18 simply the ongolng
effort to apply the continually increasing findings of
sclence toward helping ehlldren and youth to grow up
in accordance with the democratic ideal--the fullest
possible development of each persont's capaclitlies, both
a8 an individual and as a responsible participant in
a demooratic society.47

According to the old phlleosophy, loyalties and
truths were handed down to the people by leaders in
authority. According to the new, the people adopt

these statements by Washburne and Ruggt

491b14., p. 415,
46

47

washburne, ocp. eit., p. 38.
Washburne, op. cit., p. 183.
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whatever alleglances and gocept whatever truxhs’they
digscover for themselves,

The argument concerning authority can be settled by saying,
with Bode, that progressive education centers on thL cul=-
tivation of intelllgence rather than submission to author=-
1ty.49 {

It is held by Richmond that the progressives rely
more upen internal self-disciplline than upon external dls-
cipllne.5° Washburne concurs, saying that progressive
teachers stresas selt~disc1p11ne,51 and further:

The discipline of the progressive school attempts
to stimulate and prepare for the discipline of life,
self-dieclpline. It tries to help children see their
own goals and to 4lsclpline themselves to accompllsh
them, 62 mr

Kilpatrick Joins them in these words:

The 0ld teacher had no fear of imposing his hdeas;

that was what he was there to do. The newer teacher

is always trying to bulld up a process mgre adequately
creative and self-directing from within,bS

48garola Rugg, Amerlcan Life and the School Curric-
ulum, p. £71.

4985de, op. eit., p. 60.
5°R10hmond, loc. clt.
51Washburne.'gg. elt., p. 53. |

521v14,, pp. 61-52.
63

W. H. Kilpatrick, Hemaking the Currioulumw p. 56.
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Richmond's table shows that a teacher uses pupil

participation vherever possible in lieu of keeping the

54 Mort and Vincent stress speech

66

teacher firmly in control.
as & means of discussion and transfer of i1deas, Pin-drop
order does not further the modern method. Kilpatrick's
discussion of the matter can be summarlzed as follows:

*There 18 something to learn besides what 1s written in the
books, and & child may learn the one without learning the
other, *56 )

The progressive point of view holds that the teacher's
mein function 18 to evoke rather than to instruct.®? Mort
and Vincent summarigze this idea:

It 18 the Job of the master teacher to design these
experiences, and, at the right time, to fit them to
pupils, . . . To develop growing children as a master
gardener develops plants--through careful observatlon
and close attention--1s in a word the teaching method
of the modern school. It 18 not an easy method.58

Washburne states emphatically, "Progressive education is

education for democracy.'59 To teach democracy, th% teacher

54Richmond, loc. cit. ’

SMort and Vincent, op. ¢it., p. 28.
58k11patrick, op. cit., pp. 4-6.
57ﬂlchmond, loc. eift.

%8yort ana Vincent, op. c¢it., p. 48.
59Washburne, op. cit., p. 49.



28
must evoke and let the children unfold., If the teacher
evekes, there will not be students like those described by
Kilpatrick:

Some puplls who mske ths highest marks--at any rate
under some teachers=--are afraild to call their souls
their own. They can't think independently; they don't
know how, They are afraid to trust their own Judgment-
they hardly have sny Judgment. If 4t is in the book,
or if the teacher says it, then 1t's true and that ends
it. But surely that 1sn'% the kind of citizens we need
in a democratic country.80

The progressive point of view assumes that ilnterest
normally leads to effort. 8Since %*the purpose of education
is to mold a people and to contribute to individual effec~-
tiveness and happiness,'61 and since the law of readiness
indicates happiness a8 an end, one needs only to suppose
interest as a factor of resdiness to preclude the validity
of the original hypothesis,

The progressives would have the school kept as in-
formal as possible.62 They believe 1t 1s better to have
group work, fluld timetables, moveable furniture, and 8o
forth than to streamline the classes and use set time tables

in rooms full of fixed desks. Mort and Vincent contribute

6°Kllpatrlck. op. eit., pp. 4-G.
elﬂort and Vincent, op. eit., Foreword, p. v.

62R) chmond, loc. e¢it.
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the followlng to this phase of progressivism:

The most inefficlent way to teach spelling, hand~-
writing, grammar, and geography 18 to spend twenty
minutes learning fifteen words from a epelling book,
the next fifteen minutes on practlicing handwriting ex-
ercises from a copy bock, the next forty minutes on a
dlscussion of participles and gerunds, end forty min-
utes on the natural resources of California. This 1s
the 1900 method,63

Anderson stresses the fact that time allotment is not an
accurate measure of the attention pald to & subject.64
Time 18 often wasted in filling rigorous set schedules,
Ernest Horn has done recent investligations concerning spell=-
ing. He finds that schools devoting small periods of time
to epelling are as successful with their program as schools
vhich spend more time on formal spelllng.65

Education is & dynamie, changing thing. Seclentific

advancement 1s the cause of changing methoda of education.
Civilization 18 no longer static, so teachers cannot give
answers to problems in advance. The teacher in a fixed

eivilization can teach pupils what to think, Teachers in a

65Mort and Vincent, op. elt., p. 17.

64srchibald W, Anderson, "The Charges Agalinst Amerl~
can Education: What Is the Evidence?®, Progressive Education,
Vol. 29 (January, 1962), p. 93.

S%Ernest Horn, "Spelling,* Encyclopedia of Education=-
&l Research, (Revised Edition), p. 1266.




changing civilization must teach pupils how to think, 66

The term progressive education denotes change.

In broad terms we can say that progressive educatlon
is education that is continually progressing. Progres-
sive education has no fixed creed, it has no constant
and unchanging body of knowledge to impart, and it has
no one method that 18 always applied, It is alive and
growlng. ‘

Progressive education 1s the attempt to keep pace
educationally with the7prograss of sclence and the
progress of humanity.6

Thayer, Zachry, and Kotlinsky contend that slnce edu~

cation 18 a soclal function, 1t must change with a changling
soclety if it is to become effective.58 Mort and Vincent
summarize the dynamle, changing aspects of education when
they say:

Good schools of today are trying to do for today's
children and tomorrow's cltizens what schools of forty
yeagg ago never thought of dolng, nor were equipped to
do.

They go so far as to say that all good schools are changlng
and, assuming that adaptable schools are good schools, are
*quick to adapt new knowledge about learning to practical

teaching needs.'7°

66w, H. Kilpatrick, op. cit., p. 346.

67Washburne, op. eit., pp. 75~74.

eaThayer. Zachry, Kotinsky, op. eit., p. 1.
6QMort and Vincent, op. e¢it., pp. 1-2,

701b14., p. 21.
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The progressives strive to make drill purposeful,
while the conservatives emphasize drill which requires too
much rote learning. Effective drills puts facts in a
pattern instead of in unrelated situations. A problem,
worthwhile in iteelf, 1s studled. Ae an outgrowth of this
study, legible writing, correcet spelling, and efrqctive
English are taught. Where any one of these fails, drlill
is required, but it is varled to fit the individual, How-
ever, this drill does not take place in a vacuum but ls
related in some purposeful way to the problem which the
puplil 1s undertaking, Modern teaching has done something
more with basic skills than to place basic knowledge in
reallstic life situations which make drill meaningful, It
hag expanded the limited concept of only three R's to in-
clude all skills used in study, communication, and thinking
in today's world, 1%

The progressives would create an individual respon-
8lblility to the whole of society. This is expressed most
clearly by Prescott in the following:

The functlions and obligations of education in this

area [advancing the public good/ are recognlzed gen=-
erally. The schools must produce common attitudes in

a sufficlently large proportion of the population to
ingure soclal stabllity and progress, To accomplish

7l1b1d., pp. 18-24,
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this, education must convince people of the extent to
which their own self-interest is interwoven with the
soclal good. It must re-educate those whose experiences
have engendered selfish, asocilal attitudes, or goals in-
compatible with general welfare, It must train children
to avold behavior which will distress other people or
Jeopardlze the safety and well-beling of others, Also,
schools must help children to understand the nature of
soclal conflicts, to recognize the rights of others in
the struggle for security, to tolerate reasonable social
experimentation aimed at ameliorating suffering and in-
geourity, share in the burden of caring for the unfor-
tunate and urderprivileged. These seem to be the essen-
tial elements of educational policy necessary to soclal
integration.”

In the progressive point of view it 1s necessary to
recognlize indlvidual differences, Children must be given
opportunities not only to satisfy their educational needs,
but these opportunities must be "within the capaclties of
the children to comprehend.'73

The traditionalists plcture the purpose of education
as belng the perpetuation of the cultural patterns which
happen to prevall in a given community; but the progressive
movement, which says that education is growth, repudiates
such an argument.?4

Instead of stressing the need for formal drill, the

progressive point of view prefers bringing about learning by

72Prescott. op. cit., pp. 139-140.
?31p14., p. 195,
74pode, op. git., p. 73.
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doing.”® Marian G. Valentine defends the progressive edu-
cators in thelr use of the word activity by sayings

Pleasurable activity® and *Creative Power* are not
slogans newly minted by *progressive educators.® These
phrases were used many times by Dr. Maxwell and had
been used by Ralph Waldo Emerson years earller, 6

Carleton Washburne deseribes the progressive school as "“one
of gactivity rather than silent receptivity, one of coopera-
tive effort rather than passive obedience, "7

The activity portion of progressive education 1s so

vital to this study that 1t 1e expedient to stop here and

give a lengthy treatment of activism,
Activism

Activity defined. The whole idea of the sctivity

movement 18 based on the law of learning, that we learn to
do by doing. There 18 even argument that there 18 no learn~

78 éxprees-

ing except through activity. One group of authors
e8 the firm bellef that 1life and learning flow continuously

from one activity to another and thet a person 1s educated

7531chmond, loc, ecit,

76Mar1an.0. Valentlne, *William H., Maxwell and Pro-
%rgssive Education,* School and Soclety, Saturday, June 7,
@82,
77Waahburne, op. cit., p. 41.

78Hollis L., Caswell and Doak S, Campbell, Curriculum
Development, p. 30.
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primarily through participation in activitieg, as passlve
learning does not actually exiast. In a psychologlcal eense,
activity refers to efforts of an organism to adjust to
various conditions. Thls use of activity makes 1t zignifi-
cant to learning and, therefore, gives a basis for state~-
ments made to the effect that there is no learning without
activity.

All authors do not have the same opinlon about the
meaning of activity. One of the first things that one should
do, therefore, is %o consider further these varying opinions
before attempting to arrive at a working definition of the
term, Caswell and campbe1179 point ocut that in one sense it
is used to indicate a specific way of instructional organi-
gation and that with this definition "activity,* *"unit of
work,® and "center of interest" are used synonymously. The
term “activity curriculum® 1s a generalized reference to the
several terms used above. These two educators use a defini-~

tlion from the Cellfornia Teachers Gulde to Child Development

to corroborate thelr theory of verying definitlons,

An sctivity is any large learning situation brought
about by the strong purpose of a child or group of
children to achieve a worthy end desirable to themselves,
which, like those situations in life through which we

791b1d., p. 228.
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are most truly educated, draws upon a large number of
different kinds of experiences and many fields of knowle
edge.80

In defining activity we must get at Lits various ap=-
plications. A plain definition of activity will be of much
ald in adepting activities to a curriculum, Gustin and
- Hayes confuse things more, however, by introducing a ternm,
*Activity Work," which they define as a type of experience
for glving the school child varied, interesting and worth-
while activities, by participating in which he grows in the
acquislition of certain desireble learnings.el The same
authors, however, give some light on the relation of units
of work and activities.52 They believe that the unit 1s not
an 1solated block complete in itself but that the single unit
18 made up of all the student activities that go into the
work and that a large unit includes information from many
curriculum subjects or areas,

Rugg and Shumaker likewlse give a relationship, though
slightly different, between the two terms: ¥“The difference

in range of activities, therefore, 1s only an obvious surface

8oIdem.
Blnargaret Gustin and Margaret L. Hayes, Actlvities
in the Public School, p. 19.

821p14., p. 107.
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distinectlon between the unit of work and the school sub-
,1e¢:~,t."8"5

From examining different courses of study which are
built arocund the unit method, one can see that activitles
constltute a vital part of each unit and are incorporated
with the subject matter.84 Courses of study for the Long
Beach, California, schools follow the unit method; and in-
cluded among the suggested materials, are lists of activi-
tles related to the unlt, Likewlise the Virginia State Course
of Study suggests activities for its various units of work,
"Things to Do and Talk About' are included in each sclence
unit designated for use in the Maryland State Course of
Study.

The term YActlvity Curriculum,* therefore, suggests
elther a curriculum made up entirely of activities or at
least indicates one that places primary emphasis upon activi-
ties. Caswell and Campbell are of the opinion that even
though meanings are sometimes confused, first hand experience
with people 1s stressed in all sctivity definitlions, but
that 1t must be recognized that activities may be indicated

83Harold Rugg and Ann Shumaker, The Child-Centered
School, p. 227,

841pvia., p. 227.
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on a variety of levels of complexity.8%

All educators are to some extent agreed that activity
is doing something and that pupils should be glven some-
thing to do. The difference of opinion lies in how much
activity, when to present it, and its relation to other parts
of the curriculum. The difference, then, is a matter of de~
gree., Each individual defines activity using a scale which
is nothing more than the degree to which he thinks it should
be applied.

This confusion in the use of a term=~all too common
& phenomenon in the fleld of education--is intensifled by
the experiences of the committee to consider the activity
movemaent appointed in 1930 by the Board of Directors of the
National Soclety for the Study of Education, Here again
arose the problem of terminology. To some, activity refer-
red to play, games, excursions, construction. 7To others,
activity 1s composed of all action--physicel, intellectual,
emotional., 8till others declared against any use of sc~-
tivity in educational terminology, pointing out that any
doing is activity, and that all learning 1s accomplished by
doing.

85caswell and Campbell, op. cit., p. 228,
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Attempts to distingulsh between the activity progranm
and progressive education were also fraught with difficulty
for the committee. The lack of unity on the part of pro-
ponente of the activity movement-~-already pointed out--
constltuted a foremost problem. The range of objectives
from the use of activities for a teaching device to use in
making life more meaningful proceeds, of course, from the
varying values placed upon learning end living.

In the eppendix of the same atudyas there are llsted
forty-two definitions which were examined for an analysis
presented in an early chapter. The followlng are represen-
tative:

An activity curriculum 1s one based upon a child's
real and worth-while experience, and whose outcome re~
sults in related and pertinent sctivities of varied
scope. These activities so funoction that a child re~
alizes his own needs and responsibilities.

The agtivity curriculum includes and promotes all
right phases of a child's development in a well-founded
and sustalned balsnce and adjustment so that there 1B
an unfolding of child-nature soclally, mentally, emo-
tionally, physically, and ereatively.

8ince education is 1life, it follows that the school
program to be educational must be life-giving to the
body, mind, and spirit--that is, it must tend to pro-

duce a sound, accomplished, beautiful body; an intelli-
gent, sympathetic mind; and a sweet sincere spirlt.

86xNational Society for the Study of Education, op.
(3] t.' pp. 809-257.
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An aotivity currioculum is a continuous, sequentlal,
progressive, internally organized series of experiences
that have their beginning in the child's developmentsal
needs. The child 1s necesearily identified with these
experiences} they include worth-while learnings, and are
bounded only by reasonable lnterest and concept spans,

An activity curriculum, briefly defined, is the
totality of normal learning experiences essential to
the effective and contlnuous adjustment of individuals
to the changing soclal order., In other words, 1t is
the entire body of learning activities that effectively
contrivute to ths maximal development of the individual
into the moast soclally efficient person he ls capable
of becoming et all times. .

Successful living requires abllities to make all
needed adjustments., Pupils must be left free to form
their own purposes, and to act accordingly. 7The chlld-
centered school seems to place complets rellance in the
so~called "natural interests® of the children. Then it
follows that these interests must have complete freedom
of expression. Hence, the activity program is con=-
structed by the pupils and leé not prearranged for them.
From our point of view, the beat program lles somewhere
between twe extremes.

Among Webster's geveral definitions of the term
"aotlvity‘ is the ons, “"an agent or force that causes
change.* This 18 the connotation the word carries for
me in the fleld of eduocation. An activity to be of
educational value must make desirable changes in a
child, It must help him to grow, enlarge hls world,
incredse his powers and controle, extend his eympathies,
heighten his appreclatlons, and so on.

Activity as applied to the curriculum is merely a
word that plictures one of the most obvious character~
1stlos of modern, or progreasive, school procedures,
the ehildren "active,* the mainspring of their behavior
functioning from within under the guldance of persons
who know how to direct that activity to worthe-while edu-
cational resultas, When we use the word “activity," we
think of the pieture of educational 1ife as presented
in such books as Adolph F.-rrier's The Activity School;
and we think of the curriculum as merely descriptive
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of such materlals, eubject—dontent. and procedures as,

in specific instances, may possidbly assist ggd promote
desirable educational growth in chlld life,

Historical sketch of activiem, Actlvity 1s not a

new thing. It has been goilng on as long &2 has man's edu-
catlion and has a heritage that is anclent and classlcal,
Much of our Americen activism 1s baséd upon the ldea pre-~
vailing in Europe while our seducational system was in its
infancy. And we can find that similar 1deas exlated as
early as the Golden Age of Greece.58

Among those who started the general revolt agalnst
bookishness in the school system at the beginning of the
modern age were Rabelals, Montalgne, Mulcaster, Milton, and
Locke., These men, with their idea that education 1is iery
close to nature, gave a good background for the activity
movement., Comenius went further with the idea of eduea-
tion's being adjoined ¢lose to nature, and Rousseau made
growth the end of education. Gustin and Hayes, in showing
several centurlies of development in American schools, make

an interesting contrast between the subject-matter theory

871v14., pp. 209-237.

88¢yrus D. Mead and Fred W, Orth, The Transitional
Public 8chool, p. 3.




and the total personality theory.e9
The Thirty-Third Yearbook of the National Boclety for

the Btudy of Education®C gontains a very good sketch of the
development of activiem in America, As early as 1820 Amer~
ican educators began to feel the need of something more
vitel than mere information, The influence here came fron
Pestalozzl. In 1823, Samuel Reed Hall established the
Teacher!s College, and he advised his teachers * ., . . to
teach them to exercise thelr own powers, and ellecit thelr
own strength.*

Bronson Alcott advocated schools ruled by love rather
than by fear. He belleved that interest should be the moti~
vating power. Hls two most prominent ways of employing
principles of activism were through physical play and self-
government., This seems rather mild compared to some of our
new child-centered schools; but it was a start, and the in-
fluence was great.

David P. Page made a few critlcisms in 1847 1n his
Theory and Practlce of Teaching. He revolted against the

1dea that knowledge was the end of educatlion. Educatlion,

8%Gustin and Hayes, op. clt., pp. 83-85.

90National Soclety for the Study of Education, op.
clto' PP. 17“’43.
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acecording to Mr. Page, should be & drawlng out rather than
& pouring in process,

Ag 1t is imposslible to exhibit satlisfactorily the en-
tire historical web of education, we could begin with 1914
as a date and John Dewey ae &n individual. Since the 1890's
the activity movement has gained favor, but it was not until
about the time of the first World War that the world really
began to emphasize i%., By starting with Dewey, we should
firat recall the influence that hls forerunners-~Roussesau,
Pestalozzl, Froebsl, Kant, Herbart--had upon him; and using
him as a pivot, ve can trace the spread of the movement in
recent educational hlatory.gl

Dewey's educational philosophy established the ®"new
gchool," and other schools of similar type have sprung up
all over the world. In the United States we find: J. L.
Meriam's School, Columbia, Missouri; Marietta Johnson's
School, Fairhope, Alabama; Ethical Culture School, New York
City; the Modern School, S8telton, New Jersey; Maraine Park
School, Dayton; Park School, Baltimore; Beaver Country Day
8chool, Chestnut Hill, Massachusettas; Helen Parkhurst's
Dalton Bchools, New York; Chevy Chase Country Day School,

Nyational 3oclety for the 3tudy of Education, op.
Olt. ] pp| 37"39.

esnatast
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Washington, D. C.; Walden School, New York; City and Country
School, New York; and the Lincoln S8chool, New York,

The Role of Experience. In defining educatlion Dewey

leaned toward activism and stated that "education is that
reconstruction or reorganization of experience which adds

to the meaning of experlience and which lncreases abllity to
add to the course of subsequent experienoe.‘92 This defl-
nition includes more than an implication that one learns by
doing. It doeen't even classify the types of experience,
but the activists can use the phraseoclogy in thelr interpre-
tation of experience. Most proponents of activism are prob-
ably thinking in terms of the adage that experience 1s the
best teacher. The study has found that they think of exper-
lence in the light of actual participation rather than read-
ing of the experience of others,

Rugg and Shumaker speak of learning as a “dynamlio,
assimllative process® rather than a “passive memoriter pro-
cess® and point out that learning is most effective under
real l1life conditions and in activities which the learner
has helped to initiate and which seem valuable to him.®®

They do not believe in activity for activity's sake,

®2hugg and Shumaker, op. eclt., p. 40.
931pvi4d., p. 68.
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but they uphold the type of activity "which is growing to-
ward somethlng mature,"94

Modern philosophy with its emphasls on sensation is
at the root of the activity movement. To uphold the prin-
ciple of activiem, John Locke, one of the first empiricists,
is referred to. Locke promulgated the hypothesis that "all
of one's knowledye is derived by reflection from his exper-
lences, "5

There are, however, modlfied forms of theorles in
widch experlence plays an important part, Keltyge would
have us use experiences as a background for learnling, She
proposes much project materlial as an attempt to replace
teacher-activity with pupll activity. This does not mean
that everything in instruction should be experlience in a

particlipatlon sense,

Principles of Activism, The actlvists really have

& purpose, whether it be valid or otherwise., In seeking
the direction in whlch the activiets are going, it might

be well to consider an activist's definition of curriculum,

941p14., p. 60.
90Mend and Orth, op. cit., p. 9.

94ary 6. Kelty, Teaching American History in the
Middle (rades of the Elementary Schcol, p. 7.
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In such a definlition should be considered sctivities, ex~
periences, environment, interests and subject matterf—all
gelected for the over-all development of the child., 1In
discussing the organization of the dally program undLr an
activity setup, Gustin and Hayes suggest for oonsldjratlon
three factors--"the child, the teacher, and the equipment¥—-
with the child in the center or in the spotlight.97

The new school proposes to have the child as the
center. The centering of the school in the child n’oessl-
tates first the consideration of his needs and interestis,.
In order to find and motivate those interests, subject mat—
ter has been replaced with experience. This will take care
of the interests, but the problem of needs is the major
problem for the activists., Some activists contend rhat
esgentlals can be taught in this manner., Others go so far
ag to discredlt any standard of knowledge of any type; what
the pupil learns in an activity program is as good Es what
they might be learning otherwige, The activist see&s to
impart knowledge through experience other than vlc‘rloua

experiences. Rugg and Shumaker®8 gubstantiate the above

9%Gustin and Hayes, op. ¢it., p. 66. /
98Rugg and Shumaker, op. cit., p. 56.
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statement in the following: “Freedom to develop naturally,
to be spontaneous, unaffected, and unself-consclous, is the
first article of faith.® This article of faith i1s explalned
more clearly in the following passage!
e o « The emphasis is not upon finished work, skill,
and techniocal perfeotion, but upon the release of the
child'e creative capacities, upon growth in hls power

to express his own unique ideas naturally and fully,
wvhatever the medium,99

Outcomes of Activity Programs, Dewey's profound in-

terest in pragmatism was the bagis for his assuming leader-
ehip in the activity movement. This same lnterest would
cause him to be extremely critical of the results of the
program,

E. E. Oberholtzer, Superintendent of Schools, Houston,
Texas, studled the use of an activity curriculum in the
fourth and fifth grades in his system, From his study he
was able to make the following statements:

(1) It 1s possible through an sctivity curriculum to
maintain as high (or higher) standards of achilevement
in the skill subjects as are maintained when these gkills
are taught through traditionally organized sublects exe-
cuted by a fixed dally teaching schedule. (2) Less time
for formal drill is used in the curriculum taught
through activitlies. (3) There is more time and greater
opportunity for the development of creative self-expres—
sion in an activity curriculum. (4) An activity currio-
ulum permits greater freedom for real education. (5)

991p1a., p. 64.



Pupils engaged in activities read more general

ture than do those following the more formal currie..
(8) Puplls acquire more information through an activity
curriculun, 7) The activity curriculum increased the
pupilts interest in school and other worth-while activi-
ties. (8) Following a curriculum that 1s based on ac—-
tlvity tends to improve the quality of teachers.

The lack of sufficlent material, especlally reading
waterial, and the lack of equipment ﬁorf the chlef dis~
advantages enumerated by most teachers,+00 :

Many of the outcomes to be expected from mctivity
units are included in the excellent work of Gustin and Hayes
wherein the following 1isting occurs:

(1) . . . More children are happy in sehool. (2) In-
formation . . . has meaning because it is seen in its
relationships. (3) . . . Experiences in arts, music,
and literature result in deepened eppreciation. (4) The
freedom develops habits and attitudes of courtesy, co-
operation, reeponsibility, resourcefulness, and per-
sistence. (&) Unit of teaching provides opportunities
for personality growth in the teacher., (6) . . . Accu-
mulation of va%uahle materials es the permanent property
of the school,10l

Eveluation of Activitles. One of the most important

faoctors that should be taken into account when making or
revising a program of activities is a matter of geography.
Country boys and girls, far removed from urban centers,

cannot vlsit places of interest when visiting involves a

100yational Society for the Study of Education, op.
clt., pp. 136-142,

10lgustin and Hayes, op. cit., pp. 111-112,
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trip to the oity. When a course of study 1s planned for
both urban and rural schools, the list of activities should
be comprehensive. Any teacher should be able to fill her
program with sctivities from this angle. We realize that
a proposed liet should contalin ae many varied activities as
possible, since such a list is only tentative and not final.

A 1list of activities, ready for use, 1s not going to
make the program a success., The teacher wlll need to take
much care in selecting the appropriate activitles. It 1s
the purpose of the course of study to ald her in accomplish-
ing this,

If activity ie to play a very important part in the
curriculum, the selection of activities for use must be
taken seriously. Also the necessity of guidance of pupils
in the selectlion of activities must be recognized. The im-
portance of activity selection increases even more with
greater use of sotivity. Before setting up criteria for
evaluating activities, 1t is well to look at a set of cri-
teria for evaluating the results obtained by the activists,
James F, Hosle sets up the following:

(1) Does this practice mske for a more perfect real-

ization of the 1ldeal of the good 1life than the practlce
it wholly or partly displaces? (2) Does it more nearly

conform to the laws of human varlabllity? (3) Does it
take better acoount of human variability? (4) Is this



49

practice expedient? (5) What evidence is there that
practice in queetion will do what is claimed for 1t7102

This set gives a basis for coriteria for activities
because, in evaluating the method, one can see what is ex-
pected of the devices.

Mead and Orth rightly recognire Dewey as a standard
for measuring the values of activities. Caswell and Campbell
present three criteria for sctivities which they feel to be
ample and basiec:

In the first place, an activity in which children en-
gage should be one that they can recognize will help
them achieve an end they desire. . . . In the second
place, an activity should contribute to the realization
of the alms of education. . . . In the third place,
activities should be sulted to the physical, mental and
emotional characteristics of the lndividuals who engage
in them, ., .10S

In evaluating the large unit, Gustin and Hayes set

up extensive criteria in thelir Activities 1n the Publie

School:

(1) Is the problem one which will provide education
experlience valuable for growth and development of
children? (2) Is the problem suilted to the abilities
of the group? (3) Do the children understand what they
are trying to do and are they really interested? (4)
Does it involve life situations, especlally soclal ones?
(6) Are the available materials sulted to the needs of

102yat10nal Society for the Study of Education, op.
eit., p. 199.

1030agwell and Campbell, op. clt., p. 234.



60

the group? (6) Are accurate andi adequate references
being used? (7) Are worth-while subject matter learn-
ings actually resulting from several different flelds

e o »7 Do the chlldren see these learninge in thelir
relationships? (8) Are desirable personality habits
being developed? (9) Are there satisfactions resulting
from real accomplishments? (10) Is provision made for
the right kind end amount of repetition necessary for
effective learning? (11) Are the activities sufficlent-
ly varied to tske care of the needs, abllitles, and in-
teresta of individual children? (12) Have problems been
solved satisfactorily? (13) Has this unit of work stim~
ulated further study in related fields? (14) Are the
materlale left accurate records of what the clasz has
aocomplished? Are these materials properly diaplayedm4
end later filed for reference by puplls and teachers?

Essentiallism

Antl-progressivism. The traditional point of view

is well summarized by W, Kenneth Richmond as follows:

la.-Asgerts that education i8s primarily a preparation
for 1ife.

2a.~3ees the learning process as the acquisition of
fknowledge, *

da.=Thinks that the requirements of adult life and
soclety ought to determine the aim,

4a.-Uses loglcsal methods,

ba.~-Tends to concentrate on intellectual development,

6a.-Insists that the content of the curriculum has
its own intrinsic values.

7a.-Regards freedom as being in the nature of a
conquest,

8a.~Appeals to authority.

9a,.~Requires some form of external diecipline.

10a.-Xeeps the teacher firmly in control.

lla.=Thinks that the teacher's main function 1s to
instruct.

lJZa.~Maintains that effort produces interest.

104Gustin and Hayes, op. eit., pp. 110-111.



13a.=-Is convinced that pupils ought to work firs.
and play afterwards--and that any other policy means
letting them do &g they like.

l4a.-Draws a distinetion between curricular and ex-
tra-currlcular affairs,

l5a.~Believes in the neceeslty of good order in the
school organization (e.g. "streamed* classes, set time-
tables, fixed desks, etc,). 106

16a.-Stresses the need for formal drills,

The literature on the sublject of essentialism is presented
here as being over and againet the pfogressive point of view,
Charges agalnst progressive education have been dis=
cussed separately and by various authors, bgt Apchlbald W
Anderson condenses all of them in the roli$§1ng nine:

(1) The schools are neglecting the fundamentsls,
(2) The schools have abandoned the time~tested methods
of drill and recitation and have substituted inefficlent
and easy methods. (3) Work has been taken out of school.
(4) The schools have abandoned dlscipline. (5) There
are too many "fads and frills.® (6) The schools are
wasting time on inconsequentisl subjects, especially in
the social studies. (7) The schoocls are dealing with
controverslial issues and leadlng the young to "soclal=-
ism.,* (8) The schools are not doing & good job of pre~-
paring young people for college. (9) Young people who
attempt to enter the business world cannot hold a job
because they cannot read, write, spell, or do arith-
metic,106

gSuch attacks are not new, As early as 1902 an edi-
torial in the New York Sun contalned a simllar statement.,

When we were boys, boys had to do & little work in
school. They were not coaxed; they were hammered.

105mchm0nd, 220 clt'l P 987.
IOSAnderson, _O_n. cit., P 910
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Spelling, writing, and arithmetic were not e¢lectives,
and you had to learn.

In these more fortunate E1902] times, slementary edu=-
cation has become in meny places a vaudeville show, The
child must be kept amused, and learns what he pleases,
Many sage teachers scorn the old fashionsd rudimeats,
and 1t secems to be regarded as between a misfortune and
a erime for a child to learn to read,lO? .

Over and above the items mentioned in the summaries
of Richmond and Anderson, there are excerpts from the litera-
ture on the subject which support essentialism or the tra-
ditlonal point of view, Lund says that five per cent or
less of parents in his town would want John Dewey 1f they
understood him. He accuses Dewey of, making five statements
agalnst traditional education which are not familliar to
people who accept Dewey:

1) There are no eternal truths,

2) There 18 no mind or soul in the traditional sense.
3) There are no fixed moral laws.

4) Democracy is a moral value, 108

(6) Pragmatism Justifies Progressive Education.

Anthony Part of the English Ministry of Education on
a recent visit to the United 8tates expressed his opinlon
that much of the criticism directed at progressive education

erises from the faot that "it is so easy to do it badly,*109

107gd1torial, Oct. 5, 1002, New York Sun,

108a1bert Lund, *Who Wants Progreesive Education,®
Atlantic Monthly, Volume 191, No. 41 (April 1963), pp. 29-34.

109valentine, op. git., p. 355.
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Thayer, Zachry, and Kotinsky bring out & fault of the
"new school" which is unusual and is not one of the common
objections, They go further than the statements that pro-
gressive education contains fads and frills and that there
ls a great waste of time. They contend that there 1is too
much activity which keeps children in a group and gives them
no time for developing habits of reflection,110

Bode summarizes the general discontent with progres-

slve education in his statement:

To the casual observer, Amerlcan education is a con-
fusing and not altogether edifying spectacle. It 1is
productive of endless fads and panaceasj 1t is preten-
tiously sclentific and at the same time pathetically
conventional; it is scornful of the past, yet painfully
inarticulate when it speaks of the future. The tremen-
dous activity now going on in education is evidence of
far-reaching social changes, but we do not seem to know

what these changes signify or how they are to be di-
rected.lll

Anti~activism, It has been sald that activism has

en ancient ancestry, The heritage of books, studles, and
gubject matter 1s Just as anclent and honorable as that of
activities. The reverence for books dates back to the monk
tolling devotedly in the scoriptorium, Mead and Orth take

Rousseau, Plato, and Pestalozzl to task on thelr statements

11oThay'er, Zachry and Kotinsky, op. ¢1t., pp. S09-31l.
1lpsde, op. eit., p. 86.



b4
against the use of books, We sghould not lose eight of the
fact that "all the wisdom of past generations 1s bound up
in books and in subjects.'llz Knowledge of subject matter
1a being given less value in the minds of even the studente
preparing to teach., The knowing of facts is being replaced
by thinking as the thing most needed. The revolution can
not be related to the principle that thinking, though stim-
ulated by new data, must have carefully assembled facts as
data. If all the data are to be new, there 1s nothing to
begin with even in a sclentific experliment,

Rugg and Shumaker fear that too much attentlon upon
activity has clouded the real goal, the mental growth of the
chlld, and they point ocut that the activity curriculum has
produced in many quarters primarily physical aoctivity. Two
weaknesses in the chlld-centered school are pointed out:

The lack of design in the program as a whole, and

the lack of respect for and more systematic provision
for ideas, for meaning, for intellect, for the ovwer to
think, for trailning in tolerant understanding.l

Mead and Orth have a similar attitude toward too much
emphasls upon activitles!

.« « «» In pursuing activity-experiences, with only
chance reference use of subject matter, we are llable

112Mead and Orth, op. cit., p. 27.
113Rugg end Shumaker, op. cit., pp. 112-141.
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to lose the sequence of development in a skill or a
phase of knowledge which few would be so bold as to_dis-
card, In other worda we are liable to get nowhere.ll4
Rugg and Shumatler are in agreement with Mead and Orth
on the subject of developing skills. The latter!s atiitude

18 crystallized in The Transitional Public SchoolllS wherein

a store project is discussed. 1In dbullding a store, a class
found that the dimensions involved came out in fractions of
inches. The teacher then declded the time was ripe for the
study of fractions, What the chlldren would have done for
a knowledge of fractions had the problem not arisen in the
project constitutes the objection ralsed.

Eclecticlism

In preceding sections of this chapter, thinking con~-
cerning methods of educating children has been catalogued
at two extremes. Many heads of schools, however, are trying
to bring the two polnts of view together without launehing
headlong into a program of activity which might cause last-
ing injury to the particular system. Those who recognize
the value of both sides of the argument would welcome &

syntheeis. There can be no doubt as to an existence of a

1ll4Mead end Orth, op. eit., p. 32.
1151p14,, pp. 136-139.
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real conflict; in fact, slnce 1890 we have had the mental
disgiplinists versus the revolutionists. The former, made
up of the universlty and school administrators and the
subject-matter speclalists, “"hold the criteria of education
a8 bein; dlscipline, logical thinking, pover of sustalned
intellectual effort, the retention of classified knowledge."
The other group has "focused attention upon the continuous
growth of the child, upon freedom, initiative, spontanelty,
vivid self-expression. 116

The dominance of instruction in elther activitles or
in subject matter fields seems, therefore, to be the lssue
which finally emanates from the controversy.

Carleton Washburne in his book What Is Progressive

Fducation? states:

There have always been good teachers whose sympathetic
understanding of children, whose common sense and person=
2lity resulted in thelr using methods that today we call
progressive_or modern and which science has helped to
understand.

He goes on to say that educators and administrators can help
teachers use methods which were actually discovered by great
thinkers through the past centuries., Washburne mskes the

above point clearer further along in his book:

116Rugg and Shumaker, op. cit., pp. 28-29.
117Washburne, o». clt%., p. 33.



Very few progressive teachers do not carry over some
of the traditional 1deas and practices of thelr own
early training, and few do not yield to what too many
parents, reflecting their early trainlng, expect of then
and very few traditional teachers do not show the in-
fluence of scientific research and the broader objectives
of rrogressive education. Teachers shade from mainly
traditional to mainly progressive, and a majority of
teachers come near the middle, but in regard to purposes
and methods, there are sharp contrasts between the tread-
ditional and progressive types of education,l1l8

Caswell and Campbell, however, strike nearer the
happy medium by placing emphasis con both subjeots and activi-
ties, or on either one or the other depending upon the end
desired in the particular situation:

e o o« The oft-quoted statement, *"we learn to do by
doing," is fundamentally sound. It suggesta a truth
generally recognized by psychologlats. But, it does
not follow that some cohildren are active and others are
not, or that overt physical activities are of superior
educational worth to intellectual activities. Rather,
some children are more active than others, some schools
emphasize certain types of activity and others other
types, and the educational worth of activities is deter-
mined by the characteristics of the individual and the
nature of the outcomes desired,l19

To mention the outcomes desired strikes a new note in
the discussion. Rugg and Shumaker see a wide difference beo-
tween the alms of the formalists and the activists. The
formalists are interested in the end-point of education, the

finished product of adulthood, and work toward the learning

1181p14., p. 143.
llgcaswell and Campbell, op. cit., p. 232.
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of certaln skills, ideas, and habits., The activiste prob-
ably are overemphasizing the self-expression phaae.leo Self~
expression 1s the best method of learning, but the things
about which the pupil expresses himself should include all
of the material possible which contains important factors in
understanding and the acquiring of skills.

Extended discussion of active and passlive schools
leaves the impression that some schools hsve activities while
others do not. Caswell and Campbell, however, dlscredit
this impression by pointing out that there 1s astivity--such
as readlng, reciting, working problems, and even throwing
erasers--in the most traditional classroom. They feel that
aotivity is present in all types of good classroom situations
but differs in kind and variety. It is not present in one
sltuation and absent in another,}?l

In a similar veln, Mead and Orth say definitely that
subjects and genuine familiarity with subject-matter should
not be cast aside and quote several progressive authorities
who take about the same point of view-~Kilpatrick, Bonser,

Horne, Judd, and Graves.l22

120Rugg and Shumaker, op. eit., p. 117,
12lcapwell and Campbell, op. cit., p. 230.
122y4ead and Orth, op. cit., pp. 33-36.



One author gives a very definite avenue through wh.

eclectioclism can work:

Both conventional and experimental schools ought to
engage further experimentation and reform in thelir prac-
tices in order to pregare the pupils for intelligent
soclal participation.l23

Those practices which are best are Judged best by

the teacher in relation to her past experiences. Through

constant vigilance a teacher can select those methods, those
activities, and those curriculum contents which are working
well for other people and try them herself, This 1s a pro-
gressive principle, but the selection eould be of tradition~

2l procedures, practices, and services, Therefore it is

eclectic in 1ts fusing of conservatism and progressivism,
Summary

More than ten years ago John Dewey predicted that
the term *progressive education® might pass from educational
literature. He belleved its best would be absorbed in the
Ameriocan scene, but he dld not foresee that it would be
assoclated with the introduction of communism, un-Americanism,

and other evils into American schools.l24 Redefer describes

1235, W. Wrightstone, Appralsal of Experimental High
School Practices, p. 194,

124prederick L. Redefer, "Progressive Education To-
day," The Educational Forum, May 1953, pp. 395-400,
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it as being, "not an integrated, unified movement but a
splrit--a youthful willingness to examine and exp:l.o:r'e.“]"a5
He cites Carleton Washburne's definition of it as a move-
ment--not a series of epecific practices--an effort to apply
to education, to classroom methods, to curriculum organiza=-
tion, and to school administration the new findings in
gclence and soclety.

It 18 evident in most every American school=-not
complete and whole--partial but good., . . . In elemen~-
tary schools over the country one can see many pro-
gressive education practices. In all schools one can
see some, . . ., The attractive classrooms, the good
human friendly relations between the teachers and chil-
dren, the richness of the learning experiences within
the c¢lasgsroom, the better use of books and the increas-
ing use of other tools of learning, the field trips,
the community excursions--there is the progressive edu-
cation movement. . . . Progressive education is part
and parcel of the American school system, and 1t cannot
be destroyed without destroying education 1tself,126

The activity method hss existed as long as has men's

education. Those men with the idea that education is very
close to Nature, gave a very good background for the activity
movenent, In Amerigca, as sarly as 1820, educators began to
feel that something more vital than information was needed,
From this early influence of Pestalozzi, we see the discon-

tent with the traditional school being augmented by Samuel

1261p14,

1261114, citing Carleton Washburne's What Is Pro-
gregsive Education?
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Reed Hall and Bronson Alcett, who advocated interest as
motivation and the child's own strength and power as the
means of gaining the end, and by David P, Page's revolt
against the 1dea that knowledge was the ultimate end of
education,

A definite educational movement.pivots from Devey
and the beginning of the World War. Dewvey was 1mpres§ed
with the doctrines of Rousseau and appraised Pestalozii,
but credited Froebel with setting forth the principles of
activism, Dewey's educational philosophy established the
"new schooli® other schools of similar type have sprung up
all over the United Statee 2nd the world.

The new school proposeg to have the child as the
center, with his needs and interests of first consideration.
To find and motivate those interests, subject matter has
been replaced with experience. Thlas will take care of the
interest; 8o needs become the major problem,

People who have put the program into effect offer
the following a8 outcomes: happy children, meaningful and
related information, wide and varied experlences, develop~
ment of attitudes and habite, personality growth of the
teacher, and the accumulation of valuable materials for the
school, Lack of sufficient material, especially reading,

and equipment were the chief disadvantages enumerated by
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most teachers., Critics of the sctivists! echool fear that
the emphasis upon activity has led astray the proponents
of growth, Lack of design in the program as a whole, and
lack of respect and systematle provision for ideas, mean-
ings, intelleot, power to think, and tralning in tolerant
understanding are pointed out as weaknesses, Some edu-
cators are occasioned concern by the sudden shift away from
organized school subjects, the problem of developing a
8kill, and the disregard of the loglcal sequence necessary
for so many developments.

The dominance in instruction of activitles or sub-
Jects is the question which finally issues from the contro=-
versy. Many heads of schools are trying to bring the two
pointe together, Caswell and Campbell place emphasis on
both subjects and activities, depending upon the end desired
in the particular teaching situation; 1.e,, characteristics
of the individuals and the nature of the outcomes desired.
To mention the outcomes points out that perhaps the activ-~
lsts are over-emphasizing the self-expression phase.

Subjects must not be discarded; rather, let learning
follow use of the subject. The entire program must be
planned before it is begun., The unit muet be adapted to
the experliences, level, needs, interests of the child., The
appropriate activities must be carefully selected to make
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the program a success.

The conservatives and the liberals hold dlametrically
opposed points of view. In the fleld of educational philos~
ophy the conservatives put emphasls on the intellectual,
while the liberals stress well rounded development. Knowle
edge 1s valued for its own sake by the conservatives, but
knowledge for growth in power is the liberals! ailm. To the
conservative, education 18 a process of pouring-in, dbut the
liberal believes that growth comes from within, The con-
servatives interpret echool aa a place to learn subjects; on
the other hand, the liberals visualize it as a place to
learn to live. Making puplls more allke is the conservative
alm, while the liberals strive to develop indlvidual dif-
ferences in puplls, To the conservatives, mental discipline
is all important, but the liberals believe in informal dis-
cipline and creative self-expression. Teacher domination
and control is the conservative alm as contrasted to the
liberal idea of pupil participation which develops, guldes
and stimulates. The liberals hold that schools should be
for all who can derive profit from them, but the conserva-
tives contend that higher education should be reserved for
the more able students. The maintenance of the status quo
is sufficient for the conservatives, but the liberals seek

constant improvement. Finally, the conservatives hold the
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school to be an academlioc institution, in contrast to the
liberal belief that it is a soclsl institution.

In the fleld of curriculum a simllar diversity of
opinlon 18 spparent. The liberals belleve that the curric-
ulum should be lndividualized and flexible enough to fit
problems as they arise, bpt the conservatives strees & pre~
determined curriculum, uniform for all. To the conser~
vatives the curriculum is informational, encyclopedlac, tut
to the liberals it is experimental and psychologlcal. The
conservatives base the curriculum on subject matter, the
liberals on llfe needs. The conservatives use a toplcal
arrangement of material; the liberals work with units of
experience. The conservative curriculum is teacher pre-
pared, self-contained, statioc; the 1liberal curriculum 1s
drawn up from outside sources through class cooperation and
i8 subjeot to constant revision.

In the field of instruetion, too, there 1s wide dis~
gimilarity. The conservative teacher is autocratic, glving
narrow assignments and requiring verbatim learning; the
liberal teacher 1s democratic, expecting independient work
on long aseilgnments, and enocouraging creative thinking, The
liberals encourage self-expression and action based on
reason; the conservatives believe in enforced inhibitions

and rigid enforcement of rules. The conservatives do much
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textbook teaching with recitation of the question-answer
type; the liberals base assignments on longer learning ex-
perlences with signiricant activities, the result of group
effort, substituted for questions and answers, The conserv=
ative tqacher requires the same mastery for all regardless
of atility and punishes fallure to learn; the liberal dif-
ferentlates between her pupils on the basis of ability and
encourages and recognizes success no matter how small,
Teacher-enforced drill is an important part of the conserv-
ative polnt of view, but the liberal uses drill only when
it bas a purpose. To the conservative, teaching is the lm-
parting of knowledge; to the liberal it is guldance. In the
fleld of discipline, too, we find differences, for the con-
servative regards the offender as a criminal, using the
penal approach; but the liberal considers the offender a
patient and resorts to mental hygiene.

The eclectlcs keep clear of both groups, To reach
the sane mld-ground, they use the good from both extremes.
Thls does not mean that they compromise between the poles
on each 1ltem; 1t means that an eclestlc can be conservative
in one respect and liberal in another. The outcomes of
this mid~ground philosophy are shown in the teacher's ability
to: (1) make the work of the school worth-while; (2) con-
vince the pupil that the work is worth-while; (3) provide
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conditions conducive to learning; (4) help the pupll define
his purposes} (5) glve clear-cut, long unit asslgnments;
(6) encourage creative effort; (7) oconslder mastery in aoc-
oordsnce with abllity and utility of the contentj (8) help
the pupil keep his bearing; (9) appeal to the basle sources
of action (the sensory-motor urge, secondary'aex character-
istics, self-assertivenees, rivalry, gregariousness, soclal
approval or dlsapproval, constructiveness, curlosgity, atti-
tudes, ldeas, and tradiltions). To be an eclectric is to

be what the progressives gclaim to be, without using the

progreesive'!s excesslve experimentation.



CHAPTER III
THE VALIDATION OF A TEST

It 18 the purpose of this chapter to explaln the
development of a test for taking attitude inventorles and

to show the various ways in which the test was validated.
The Development of an Instrument

It was considered necessary to develop an instrument
which would measure objectively the basic philosophles of
teachers by arranglng items for an inventory which would
test this philosophy or these philosophies. Thls need for
an inventory ie embodied in one of the major hypotheses of
this study; namely, the basic philosophies of teachers can
be tested by taking an inventory of their attitudes toward
curriculum, This hypothesis follows the first major hypoth-
esls of the study; namely, there is a common ground between
the two extremes in philosophy which forms & philosophy of
its own. The problem grew out of a desire to study the
variance of educational bellefs and practices among teachers,

Items for the inventory were assembled during the
readling of the literature on progressive education. Other
literature on classroom practices was also used in the se-

lection of the items. A very important source was a study,
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Classroom Instruction, by Dr. Hob CGray and David F. Votaw,

Jr.l The practices were often changed to represent con-
servative or progressive ideas because many times they went
to neither ;xtreme. For this reason the first draft of
the test needed much refining by ellmination of those items
. which leaned neither to the right nor to the left. Another
important source for the items of the inventory was Kimbail
Wiles! book on teaching practlces.2 At the end of each
division of this book there are specifio suggestions which

were of great help in formulating the i tems of the inventory.

Elimination of Poor Items

S an authority on tests and measurements,

Garrett,
gives license to the practice of selecting the items for
a test through the judgment of teachers and other profes~-
slonal people in flelds related to the subject. 8o to thls
investigatorts judgment was added the assistance of all the

members of a summer educatlional workshop under the direotion

1Hob Gray and David F., Votaw, Jr., €iassrocm Instrug-
tion)(Auatin, Texas! University of Texas Publicatlon #4042,
1940).

28imball Wiles, Teachiqg for Better Schools (New
York: Prentice-~Hall, Inec., 1952)

sﬂenry E. Garrett, Statistics in Psychology and
Education, (New York: Longmans, Green, and Gompany, 1953),
p. 349‘
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of Dr, J, @G, Umstattd., His definition ol progressive edu-
catlon can be found in the February 1955 lssue of the Texas
Outlook,%

Another step in developing a vallid instrument was
the use of a graduate seminar to criticlze the test, item
by item, The writer was a member of both the workshop and
the seminar, which were held in different universities in
different parts of the state and, naturally, at different
times.

The ltems were then divided into two parts, Part I
dealing wilth teacher philosophy and Part II with teacher
practices. The two parts of the test were further refined
as to validity by still furthef elimination of 1items through
an evaluation by sixteen experts. This can be classifled
as vallidation by item analysis, The group of experts was
made up of three college professors, four superintendents,
elght principals, and one supervisor, They placed a per-
centage value on each l1ltem, evaluating the atility of that
item to test a teacher's basilc phllosophy through hls atti-
tude toward the curriculum, The authority for this type of

4. a. Umstattd, "Just What Is Progressive Education?"
TheuTexas Outlook, Vol. 39, No. 2, February, 1955, p. 9-11;
32473,
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veliéstilon was Garrett® and 1s called *item validity.® If
an itc¢l was consldered very good, the percentage rating of
100 wvps used, BSee Table II. Items which did not have a
medlen average of 100 per cent were discarded. This left
fifty-three items in Part I and forty-two items in Part 1l.

In Part I the statements were of two typea; namely,
statements of phlilosophic concepts upheld by professed pro-
ponerts of progressive education, and clear-cut concepts
which are frowned on by the progressives. These items were
scored by indicating the degree to which a teacher was in
agreement with the statement. If the teacher etrongly
agreed, she rated herself § on that particular item, while
a score of 1 indicated strong disagreement. Proportionate
de¢rees of agreement were indicated by 4, 3, and 2, For
exami lae, a teacher scoring herself 6 on an item of the first
type indicated the most progressive point of view; but when
ghe chose the 1, she was rating herself as a coneervative
on tlat particular item,

The second type of statement required the opposite
scoring, 8o that a score of 1 carried a rating consldered
hijhly progressive, Approxlmafely one-third of the items
in eacihh test were of this type. They were distridbuted

5Garrett. op. ¢it., p. S550.
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TABLE II (continued)
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Iten ~ Scores on Part I of Test -
Number I00% _99-00 _B9-80 _79-70 _ 60-60 _ 59-50 49-40 _ 39-50 _ 29-20 19-10 8-0
15 9 3 4

186 8 € 2

17?7 16

18 16

19 16

20 9 ’ 5 1 1

21 10 2 2 1 1

22 11 4 1

23 16

24 4 5 5 1

26 2 4 4 2 3 1

26 16

27 10 3 3

28 14 2

29 13 2 1

22



TABLE II (continued)

Itéﬁ Scores on Part;T:Bf Test
Number 100®» ©99=90 89=B0  79=70 69-60 59-50 49-40 oG~a0  29-20  1¢=10  9-0
30 16

31 3 2 3 1 4 3

32 7 5 3 1

33 156 1

34 186

35 18

38 16

37 16

38 16

39 16

40 16

41 15 1

42 16

43 16

44 16

e



TABLE II (continued)

Item Scores on Part I of Test
Number 100% 99-90  B89-80  79-70  60-60  bo-b0  49-40  89-80 _ £0-20 10-10 _ 9-0
45 12 1 1 1 1

46 16

47 18

48 6 6 1 1 2

49 16

50 14 2

51 10 2 3 1

62 16

53 16

54 16

55 16

56 15 1

57 15 1

58 3 1 4 4 2 1 1
59 14 2
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TABLE II (continued)

“Itea BEcores on bPart 1 of 1rest

Nunsber 100% 92=90 §0=50 72=70 6Y~c0 bu=dU 4u=40 oOY=cuU  cy=eU  13=20 =0
€0 15 1

61 12 S 1l

62 16

63 9 4 S

64 16

65 15 1
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TABLE II (continued)
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Item Scores on Part 11 of Test .
Humber 100%Z 90=00  B80-80  79-70  69-60  b3=-b0  49-40  89-30  29-20 19-10 9=0
1 16"

2 1 1 5 4 4 1

3 16

4 16

6 16

6 16

7 12 3 1

8 18

9 16

10 18

11 16

12 16

13 16

14 16

15 16

94



TABLE 1II (continued)
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Ttem Soores on part I1 of Test
Number 100%  DG0=-80  B9=B0  70=70  60-60  b6o=h0  40-40  40=00  £9=00  19=10  9=0

16 9 5 2

17 16 1l

18 16

19 ) 6 2
20 16

21 15 b §

22 16

23 3 <] 6 2
24 6 7 3
25 16

26 16

27 16

28 15 1l

29 16

30 16

L



TABLE IXI (continued)

It,em= e Scores on Psrt 11 of Test — —
Kunber 100» BE=YY + B¥=30 To="00 cv=060 by=~b0 49=40 Q=3 Co=2

31 16

32 18 1l

33 1 3 11 1l

34 16

36 3 8 4 1

36 2 6 6 1l 1

37 18

S8 186

9 5 6 6

40 16

41 18

42 16

43 9 3 4

44 16

45 18

84



TABLE II (continued)

Item Scores on Part II of Test

Number 100% 99-00 B89-80 79~70 69-60 b9~b0 49-40 o0-o0 29=-20 19=-10 9=0
46 16

47 18

48 16

49 1 3 1 2 1 5 3
50 15 1

i
it

|
|
I

64
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indigcirlminately throughout both testa.

In order to put the two types to a common use, each
1tea definitely contrary to the progressive point of view
was lnverted so that the scoring could be done on a pro=-
progregeivism basis. This meant that scores on conservative
etatedants had to be inverted, plvoting on the 3. The score
of 2 was changed to 4 and that of a 4 t0 a 2; a 1 was changed
toaf, and &a 6 to a 1, This had to be done by the person
gcoring the test before item scores could be computed, The
sang practice was carried out in Part II. However, the
socres of 6, 4, 3, 2, and 1 indicated different things, If
the preetice was always followed in the class work, the
socre of b was circled, The other numbers, 4, 3, 2, and 1
indicated decreasing frequency of use, with the 1 indicating

tha t tlie practice was never used.
Vallidation Through Opinion of Experts

The process of ellminatibn of items, as desoribed
above, was the first step in validation. The ecommon prac-
tice of.tailng the opinion of experts was used, but a more
objective use of expert opinion can be made through the use
of the test itself. The correlation of a teacher's opinion
of herself with the combined oplnions of more than one ex-

pert familiar with her work (perhaps her principal and her
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supervisor) offers an avenue of validating the instrument
used,

Part II was administered to a total of 175 teachers
in the first gix grades in fifteen schools, aa was Part I.
Three teachers were chosen at random from each of the fifteen
schools involved, and each of these forty-five teachers was
evaluated by both a principal and a supervisor, using the
same instrument. This made avallable two sets of scores as
shown in Table III. These scores are divided as follows:
135 white teachers in nine schools and 40 Negro teachers in
slx schools, a total of 176 teachers in fifteen schools.

The average score of the white teachers was 4,0014, while
the average score of the twenty;seven gelected white teach-
ers was 4.0114, The average score of the Negro teachers

was 3.9839, while the average score of the elghteen selected
Negro teachers was 3.9576. The average score for all the‘
176 teachers was 3.0974; the average for the selected 45
teachers was 3,9899,

The forty-five teachers proved to be a good sampling,
as evidenced by the difference of only .0075 between the
total average score of the whole group and that of the
sampling, Columns 3 and 4 are averaged in column §, which
glves a mean of principals'! and supervisors! evaluation of

the forty-five teachers as 3.5712. This shows a difference



TABLE IIIX
SCORES OF PRINCIPALS, SUPERVISQR3, AND TEACHERS ON PART II OF TEST

Col. 1 Col., & Col. 3 Col, 4 €ol. 5 Col., 6 Col. 7 Col, 8
Average Average Average Average Average Average Average Average
score 175 score 45 score score prin- score score prin=-
teachers selected Prin- super- cipals'! prin- super- eipals?
teachers e¢ipals! visors! and clpals' visors? and
evalua- evalua- super- own own super-
tion of tion of visors' evalua~- score of <visors!
these 45 these 456 evalua- tion of selves own
teachers teachers tion selves score of
selves
135 white
teachers
in 9
gchools 4,0014 4,0114 3.5273 3.6673 3.5973 3.9733 4.1633 4,0683
40 Negro
teachers
in 6
schools 3.9839 3.9576 S5.6138 3.4676 3.53567 4.0850 4.0300 4,0475 -
Totals 3.9974 3.9899 3.56619 3. 5804 3.5712 4.0100 4.1100 4.0800

28
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between the average score of the forty-five teachers and
the supervisors' evaluation of .4187.

Even with this difference there 18 & signlificant re-
lationshlp as shown below. In seeking & correletion co-
efficient showing the relationehip of the average total
score of the forty~five teachers and that of the supervisors,
scores by both groups were considered item by item through=-
out the forty-two items of Part II. The result was a oo~
efficlent of .92 as shown in Table IV, This relationship
is significant at the 1 per cent level which means that 1t
could te assumed with a 99 per cent level of confldence that
the items in the inventory test what they propose to test,

Columns 6 and 7 of Table III, page 82, are summarized
in c¢colunn 8 to show the average of the principals! and
supervisors! evaluation of themselves. This was accomplished
by use of the seme instrument, This average score arrived
at by fifteen princlpals and fifteen supervisors evaluating
themselves 18 higher than the score in column 2, which is

an average of forty-five teachers evaluating themselves,

There 1s an indication, then, that a person in a supervisory
capacity tends to let his self-evaluation influence his
scoring of the teachers, The total of column 8, average
score of supervisors placed on self, averaged with the total

of column b, the average acore the principal and supervisor
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TABLE IV

UsZ OF PRODUCT-MOMENT METHOD TO DETERMINZ THL COEFFICIENT
OF CORRELATION BETWEEN THZ FORTY-FIVE TEACHERS!
EVALUATION OF THEMSELVES ON PART II ITEM BY
ITEM AND THE MEAN EVALUATION MADE BY
PRINCIPALS ARD SUPERVISORS

e e e e e o]

Formula: r2® N3IXY=-3X xZ32Y
/NEXZ= (2X)’xX Rz Y2~ (B1)2

in whieh,
ZX = summation of item scores, Part Il = 167.49
2Y = summation of item scores gilven by _
principals and supervisors - 150,20
ZXY = summation of item scores Part II
x summation of item scores glven
by principals and supervisors = 608,23
$Xx? = summation of item scores Part II -
. squared z 682,52
SY? = summation of item scores given by
principals and supervisors
squared = b544.13
r = 42(6808,23) - 187.49 x 150.20

682, - (167.4 X 42(644.15) - (160.20)2
= 0,918

Significance levels:

.29
37

6 per cent level

1 per cent level
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gave the forty-five teachers, does not equal the total of
column 2, the average score of the teachers. There 18 a
difference of .17. However, Figure 2 shows that thie aver-
age would hold up to a point on the graph where the teachers!
evaluations of themselves begin to be high on the graduated
item ecale., By eliminating ltem scores, beginning with the
highest average score the teachers gsve themselves and
coming down the scale, a point could be reached where the
above mentlioned average would exist.

A correlation coefficlent of ,48 was attained be=-
tween the total scores of forty-five teachers and the scores
placed by the principal and supervisor on each teacher, as
ghown in Table V. Even though this coefficlient is hardly
large enough to be significant at the 1 per cent level, it
18 well above the requirement for the & per cent level.

This 18 an indication of the validity of the test as an
instrument to test the basic philosophies of a teacher,

Validation Through Correlation With a Known Instrument

The only known instrument which the investigator
could find to use in the validation of the inventory was the
Minnesota Teacher Attitude Inventory., The purpose of the
Minnesota test is to determine the teacher's ability to get
along with children., It has been validated and standardized
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TABLE V

USE OF PRODUCT-MOMENT METHOD TO DETERMINE THE COEFFICIENT
OF CORRELATION BETWEEN THE FORTY~-FIVE TEACHERS' SCORE
ON PART II AND THE MEAN SCORE GIVEN THE TEACHER3 BY
PRINCIPALS AND SUPERVISORS

Formula: r= NSXY=-3X x3Y
JNZXZ~ (3X)Z x N2 iZ2~- (23)2

in which,

2X = pummation of mean scores Part II = 179,68
2Y = spsummation of mean scores given by

principals and supervisors s 160,77
XY = summation of mean scores Part II

X summation of mean scores given

by prineipals and supervisors = 644.4828
sx*= summation of mean scores Part II

squared = 721,.9978

ZY%= psummation of mean scores given by _
principals and supervisors squared = 581,3521

r = 48 (644.48) - 179.68 x 160,77

J 35 (722.00) - 179.68)2 x 45 (681.35) = (160.77)%

- 0.478

Significance levels:

.29
o 37

b per cent level

1 per cent level
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in the usual mgnner. Even though the object of thls test
differs from that of the attitude inventory used in this
study, there 1s an apparent relatlonship 1ln easence. Many
of the items are related because a progressive school is
child-centered, and items of an inventory which test the
degree of progressivensss of a teacher will bear a relatlion-
ship to any test item directly concerning the child, As
shown in Table VI, this relationship is substantiated by a
correlation coefficlient of .61 between individual scores
made by elghty teachers on the inventory of teschers! atti-
tudes toward the curriculum and the Minnesota Teacher Atti-
tude Inventory. A correlation coefficlent of .22 would be
required to make the relationship significant at the & per
cent level. This correlation gives considerable indication
that the two attitude inventories test similar concepts of

educational philosophy.

Validation Through Showing Correlastion Between
Parts of Inventory
Part I and Part II of the inventory were given to
the same 175 teachers, as described in Chapter I. Part I
deals with educational philosophie¢ concepts as brought out
by the teachers' attitudes toward the curriculum from the

standpoint of belief, Part II contains items of classroom
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TAELE VI

USE OF PRODUCT-MOMENT METHOD TO DETIRMINE THE COEFFICIENT
-OF CORRELATION BETWEEN THE INDIVIDUAL SCORES OF EIGHTY
TZACHERS ON PART II AND THEIR SCORES ON THE MINNESOTA
TEACHER ATTITUDE INVENTORY

o~ wo—— m—
— mpmvate —

o— —
— e

Formula: r= NZXY - X x XY
/RZX %= (stlxuixi-(iii"

in which,

ZX = gummation of escores Part IIX = 328,01
Z2Y = summation of scores Minnesota

Teacher Attitude Inventory = 3,802
2XY = psummation of scores Part Il x

summation of scores Minnesota -

Teacher Attitude Inventory - 16,019.37
X% = gummation of seores Part II

gquared = 1357.2341
ZIZ" summation of scores Minnesota

Teacher Attitude Inventory -

squared - 238,536

e
i

80 (16,019,37) = 328.01 x 3,802

/80 (1357.23) = (328.01)2 x 80 (233,606) ~ (3,802)%
0,610

8ignificance levels:
5 per cent level = ,22
1 per cent level = ,£8
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practice designed to show the philosophy of a teacher.
These practices were formed by translating ltems of Part I
into ¢lassroom practices wherever possible. For example,
an ltem in Part I shows the democratic attitude of a
teacher by her willingness to let the children help make
the curriculum, This same philosophic princlple 1s the
basis for items in Part II which deel with child partleipa-
tion in curriculum making through classroom practices,
These item8 were not matched item for item, but the scores
the teachers made on the two parts were correlated teacher
by teacher. If a teacher made a score which indicated pro-
gressive ideas, the tendenocy was for her to make a similar
score vn Part II. 1In correlating the scores made by each
teacher on the two parts, the investigator obtalned a slg-
nificant coefficient of correlaticn of .53, shown in Table
VII. This ecore indicates the relationship of the two
parts of the test to be significant, Both parts show the
attitudes of the teachers; both parts were bullt item by
item from literature concerning progressive education., It
is felt that the correlation between the two tests is
caused by this mutual underlying philosophy of progressive

education.
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TABLE VII
USE OF PRODUCT~-MOMENT METHOD TO DETERMINE THE COEFFICIENT

OF CORRELATION BETWEEN THE SCORES MADE BY 176 TEACHERS
ON PART I AND THOSE MADE ON PART Il

Formula: r = NIXY = X x =Y
PP EE RS FTIILE R TR ECA S N

in which,

2 X = psummation of scores Part I = 684,63

Y = summation of scores Part II = 699.60
XY = summation of scores Part I

x summation of scores Part

I1 s 2,749,.0414
z x" = pgummation of scores Part I

squared = 2,693.8903
2!2= summation of scores Part II

squared - 2,830.8237

r = 175 (2,749,0414) - 684,683 x 699.60 |
J 176 (2,605.8003) - (684.63)7 x 175 (2,850.8257)=(699.60) 2

= 0.526

8ignificance Levels:

+156
.22

5 per cent level

1l per cent level
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Validatlion Through Indicating Rellabillty

Garrette_states that the validity of a test 1s in-
oreased by inereasing the reliability up to a certain point,
It is the purpoee of this part of the study to show reli-
ability by correlating the scores of Part II of the lnven-
tory with scores made by the same teachers on the same part
of the test several monthas later, The correlation of the
scores made by each of fifty-five teachers with the scores
made by those teachers on the same teat four anl one~half
months later has a very substantial significance, since the
obtained coefficient of .70 in Table VIII 1s acceptable at
the 1 per cent level. Garrett? gstates that the scores on
& retest will tend to be higher than the scores obtained
on the first test because of familiarity with the test.
This was particularly the case with the retest made for thile
study because the teachers admittedly carried on informal
discussion groups between the two testings. The scores in-
dicate that those teachers who had a drop in score were
mostly people with relatively high scores in the beginning.

This 18 to be expected on tests as abstract as the one used

61b1a., p. 345.
71v1d., p. 333.
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TABLE VIII
USE OF PRODUCT-MOMENT METHOD TO DETERMINE THE COEFFICIENT

OF CCRRELATION BETWEER S8CORES OF FIFTY~FIVE TZACHERS ON
' PART II AND THEIR SCCRES ON A RETEST

— Pl o ——— —— g am—— ey ——— e
o — —— —— e —— ———

Formula; »r = NZXY - XX x f£Y

/HNEX 2= (X)X N2 XIZ=-(2¥)*

in whieh,
Z2X = gummation of scores on Test, Part II = 215,51
ZY = summation of scores on Retest S £23.45
£XY = summation of scores on Teat, Part II
x summation of scores on Hetesti - 878,6317
3X2= summation of Part II scores squared = 848.0991

SY?= gummation of Retest scores squared S 912.0067

r S 55 (878.63) - 216.B1 x £23.45
J/~ 58 (B49.10) = (2156.61)% x bb (912.01) = (£23.4b6) 2
-  0.695

Significance levels:

5 per cent level = .26
« 54

1l per cent level
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in this study.

Sunmary

The purpose of Chspter III was to show the validity
of the attitude inventory developed for the purpose of test-
ing the basle philosophy of teachers. An attempt to show
the validity of the test was made in five different ways.
There was an elimination of poor items dased on expert
Judgment., The opinion of experts was used again with the
evaluation of forty-five teachers by two people in super-
visory capacity. The correlation coefficlient between the
teachers' own scores and those given them by these super=-
visors was .92 when each item of the test was used, When
the total scores of teachers and the total evaluation scores
of teachera by supervisors were used, the coefficlent of
correlation was .48, When the results of Part 1I were cor-.
related with the results on the Minnesota Teacher Attltude
Inventory, a correlation coefficient of .51 was obtained.

A fourth method of validation was the correlation of scores
made on Part I with those made on Part II, where the corre~
lation coefficlent of .53 was reached. The reliability of
the test was established at a correlation coefficient of .70
when fifty-five teachers were retested with Part II.



CHAPTER IV
PURPOSES FOR WHICH THE INSTRUMENT MAY BE USED

This chapter 1s oconcerned with the demonstration of
the various uses which can be made of the test., The results
of the test administered show a difference in scores between
indlvidual teachers and between groups of teachers., These
differences are shown in the summation of scores on the
various items, It hae been assumed from the beginning that
scores of lndlvidual teachers and scores of teachers on ln-
dividual items would make interesting and valuable data for
the flles of the personnel offices and for the files of
supervisors who work with the teachers in the dlrection of
teaching methods, techniques, and procedures, With this
purpose in mind, the Gemonstration of uses for the test are

set forth,
Philosophy of Teacher Training Institutions

Even though each instructor in a college may differ
in philosophlc beliefs from his colleagues, there will be a
general philosophic trend permeating the thinking of a whole
fsculty. Thls can be true because of association or the in-
fluence of the head of the department or the president of
the college. It is likely that the philosophy of an
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instructor will be taken into consideration before he 1s
hired; therefore, the‘beliefs of the whole faculty of any
‘one college will have a tendency to agree with the bellefs
of the individual faculty members of that oocllege. While
administering the test to 175 teachers, the investigator
collected data which included the names of the colleges at-
tended by each subject. Figure 3 llsts these colleges &nd
shows graphically the relationship between colleges as to
the manner in which the teachers represented those colleges
in expressing their individusl philosophies. The s80lid llne
shows scores in Part I of the test, and the dotted line
shows the scores on Part II. The corresponding vertical
lines show the mean scores on Part I and Part II.

Part I has & mean average score of 3.%4. Those
gchools whose graduates scored themselves less than the mean
vere Sam Houston State College, represented by sixteen
teachers with an average score of 3.88; East Texas State
College, represented by nine teachers with an average score
of 3.87; 8tephen F. Austin State College, represented by
elght teachers with an average score of 3.86; Texas Univer-
8ity, repregented by three teachers with an average score
of 3.753 Mary-Hardin Baylor College, represented by three
teachers wlith an average score of 5.73; North Texas State

College, represented by four teachers with an average score
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of 3.70; six other Texas colleges represented by one teacher
each, wlth an average score of 3,69; Hardin-Slmmons Unlver-
slty, represented by two teachers with an average fcore of
3.64.

Those sohools whoese graduates scored themselves above
the mean of 3.94 for Part I white schools are: out-of-atate
colleges repregented by fifteen teachers with an average
score of 3.968; Unlversity of Houston, after graduating from
another institution, represented by fourteen teachers with
an average score of 3,97; University of Houston represented
by forty~two teachers who completed all thelr work at thls
institution with an average score of 4.02; Southwest Texas
State College represented by five teachers with an average
score of 4.06; Baylor Universlty represented by four teachers
with an average score of 4.08; and Texaa S8tate College for
Women represented by four teachers with an average escore of
4.09.

The mean average soore of Part II is 4.00. This would
seem to indlcate that most teachers are more progressive in
their classroom practices than in their beliefs as expressed
in their attlitudes toward curriculum, However, some teachers
rate higher on beliefs, whlch would make personnel offlece
data more significant. Even though the dotted line of the
graph, Flgure J, representing Part II shoots off at a tangent
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twice whnere the college or university is represented by a
snall number of teachers, it follows the other line in a
fairly systematlc way and has the same number of schools
seoring avove the mean as does Part I.

Those schools whose graduates scored themselves be-
low the mean on Part II are Southwest Texas State Collegse,
whoge flve teachers averaged 3.89; Sam Houston State Col-
lege, whose sixteen teachers averaged 3.99; Stephen F, Austin
8tate College, whose eight teachers averaged 35.99; Texas
Univerality, whose three teachers averaged 3.83; Mary~Hardin
Baylor, whose three teachers_averaged 3.75; North Texas
8tate College, whose four teachers averaged 3,69 Texas .
colleges, repraesented by one tescher each, whose slx teachers
averaged 3.72; Hardin-Simmons University, whose two teachers
averaged 3.62. Schools whose graduates scored themselves
above the mean ars Texas State College for Women, whose four
teachers averaged 4.12; Baylor University, whose four teach-
ers averaged 4.24; University of Houston, whose forty-two
teachers averaged 4.07; University of Houston, whose four-
teen teacherg had first graduated froum another college,
averaged 4,05} out-or-state|colleges, whose fifteen teachers
averaged 4,03; and East Texas State College, whose nlne

tsachers averaged 4,04,
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Figure 3 shows so few subjects representing each
teacher training institution that the difference between the
philoscphies of the training institutions must be shown by
a8 unique method of comparing a number of samples, The H
teat by Kruskal and wallisl is a method of comparing a num=-
ber of samples, analagoug to a one-way analysls of variance,
In this method, the subjects of all the samples are merged,
and the scores of all the subjeocts are ranked, with the rank
of 1 assigned to the lowest score, 2 to the next lowest, and
80 on., The sum of ranks 1is found for each of the separate
samples, The test statistic to be computed is
H =12 k%f-s(NJ-l)
when M !

k = number of samples being compared, and 1 represents
any glven sample

N4= number of observations in the ith sample
Ry~ sum of ranks in the ith sample
N = total number of observations when the samples

are merged, or % Ny .
1

If the number of samples being compared come from identical
populations and the total number of observations when the
samples are merged are not very small, H is dlistributed
approximately as Xz with k - 1 degrees of freedonm,

lyilliam H. Kruskal and W, A. Wallis, "Use of Ranks
in One-Criterion Varlance Analysis,® Journal of American
Statistical Association, 47:683-621, 1962.
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Small values of H would indicate retention of the hypothesis
that the samples are drawn from the same population. The
samples are not signlficantly different from each other.
Large values of H would iniicate that the samples are not
drawn from the same population, i.e., the differences be~-
tween the groups 1s greater than could be expected on the
basis of chance sampling errors.2

In Table IX differences between schools where teachers
were tralned are shown through the use of this H test, On
Part I, H = 18.25, equivalent to X?.BO’ or twenty chances out
of one hundred that such differences would occur due to
chance alone, a twenty per cent level of confldence, The
term "level of confidence" here is the same as used by
Garrett when he sets accuracy 11m1ts.3 On Part II, HS=
12,09, equivalent to x?.4o. or sixty chances cut of one
hundred that such dlfferences would occur due to chance alone.
The twenty per cent level of confidence on Part I would in-
dicate a tendency toward differences in the teachers! philos-
ophies belng assoclated with the fact that they had thelr

training at different colleges. This would not necessarlily

2Helen M. Walker and Joseph Lev, Statistical Infer-
ence, pp. 435~-438,

Sgarrett, op. cit., pp. 186-187,
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TABLE IX
(8ee Appendix E)

RESULTS OF THE KRUSKAL~WALLIS H-TEST A3 TO THE
IKFLUZNCE OF TEACHEZR TRAINIEG INSTITUTIONS
ON THS PHILOSOPHY OF TEAGHERS

(White teachers only)

W

]

' Part I ' Part II

' of Attitude ! of Attitude

M Test ’ Tast

1 [ ]
Differenoes betwveon : H=2 18.85 : H= 12,09

. P - A2 v = ye
schools where Vo= X .80 ‘o = X .40
teachers trained ' = 20 per cent' . - 60 per cent
: ' level of ! level of
: confidence : confidence
! .

%
f—
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mean that any specific college is significantly different
from any other specific college, but rather that the dif-
ferences between the philosophies of teachers from different
colleges are relatively large as compared with differences
between teachers trained at the same college. This level
of confidence obtained through the use of the H test in-
dicates that 1f there were encugh subjlects in each sample,
any two samples could be compared through the one way analy-
gls of variance and that 1t is probable that a significant
difference would exist,

Phlilosophy of Teachers by Grades or
Subjeet Matter Fields
Philosophles of teachers of grades one through six
follow the general pattern of scoring themselves higher on
Part II than on Part I except for sixth grade teachers, who
on Part I score themselves twenty-one points below Part Il
in a possible range of four hundred. See Figure 4. Admin-
latrators and musie teachers score themselves lower in
classroom practice than they do 1ln theory. This can be ex-
pected since music teachers and administrators do not par-
ticipate each day 1n the same type of classroom practices
used dy the teachers from kindergarten to sixth grade. 1In

viewing the relationship of scores on Part I and Part II,
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the change in trend upon reaching the sixth grade can be
partlally explalned by the fact that sixth grade teachers
are often secondary teachers teaching in that bracket of
the elementary school, 8ince this test was designed for
teachers of the first six grades, a person who has been
teaching high school subjects and departmentalizes even in
part 1s likely to show himself moare conservative on class~
room practices, Figure 4 shows that Part I ranges from
music teachers with an average score of 3,72 to kindergarten
teachers with an average score of 4,11 in a possible range
from 1.00 to 56.00., Part II has much wider range; it runs
from music teachers at 3.63 to kindergarten teachers at 4.27,
The difference in scores of teachers of different grade
levels or subject matter classlifications seems to be great
enough, as shown by Figure 4, to warrant a different norm
for teachers of esach grade or special subjeect should thé
test be standardized,

In Table X differences were shown between teachers
of the various grades and speclial subjects through the use
of the H test by Kruskal and Wallis. On Part I, H = 8,77,
equivalent to X2 gz. On Part II, H = 14.84, equivalent to
x?.95, which 1s beyond the ten per cent level of confldence.
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TABLE X
(See Appendix E)

RESULTS OF THE KRUSKAL-WALLIS H-TEST A3 TO DIFFERENCES
BETWEEN THE PHILOSOPHY OF TEACHERS IN DIFFERENT
TEACHING POSITIONS
{Wnite teachers only)

W

' Part I ' Part Il
t of Attitude ' of Attitude
: Test : Teset
) |4
Difference between : HS 8.77 : H= 14.84
teaching positions ! %% g Y
t* = beyond 35 per' = beyond 10
' cent level of! per cent
' confidence ' level of
: ' confidence
'
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Relationship of Phllosophy to
Years of Experience

Flgure 6 uses the number of years of experience of
each of the 175 teachers. At each experience level all the
teachers with that amount of experience were averaged into
a mean score for that level. This applies to both Part I
and Part II. The average scores on Part I range from 3,67
to 4.47; on Part II the range ls from 2.98 to 4.34. 1In
certain lsolated cases where the experience level 1ls repre~
sented by a small number of teachers, there is a possibility
of a wider varying of scores, For example, the experlence
level of twenty-geven years, with one person representing
it, carries a very low Part Il score of 2.98. Had there
been other teachers at this level, that extremely low score
would probably have been modified. Excluding these extreme
cases the tendency is toward an increased progressive score

with the advancement of experience.

School Philosophy Determined Through Mean Scores
of Individuals
Figure 6 shows the mean score on each item of all
teachers tested on Part I, and Figure 7 shows those of Part
II. These mean scores are shown in the so0lid line in the

graphle representation. The dotted lines show the score,
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item by item of the teacher with the lowest mean scors,
This applies to Figure 7, Part II, as well as to Figure 6,
Part I. The broken line represents item by item scores of
the most progressive teacher tested. The range of scores of
the lowest ranking teacher is from 1 to & on both Part I and
Part II, while the range of scores of the high ranking
teacher 18 from 1 to 5§ on Part I and from 3 to & on Part II,
This wide range of socoring indicates that the eclectlic phil-
osophy ehown by the mean scores 1s one which does not take
& center path throughout all the questions., For example, a
person who 1s mldway between conservative and progressive
in his philosophy will not score himself J on each question,
A very conservative teacher will rete himself 6 on several
ltems and an ultra-progressive one deviates occaslonally
from the score of 6, The solid line, representing the mean
score of all teachers, i1s more nearly constant than the dot-
ted line, representing the most conservative teacher. This
is brought about by the influvence of 175 teachers on the mean
score. Even with this large number of teachers, the range
is 8til) from 2,13 to 4.85 on Part I and from 2.17 to 4.80
on Part 1I.

The mean scores represented in Figure 6 and Figure ?
are for all téachers, but the same treatment could be given

the teachers of each school, thus showing the mean score on



112
each item for each school. The mean score of the school
would be an average of the scores on all the items, This
score should indicate the extent to which each school de=-
viates from conservative practices and approaches progres-
sive practices. As shown in Table XI, the totel school
gcore on Part I ranges from 3.72 to 4.22, while on Part IIX
it ranges from 3.556 to 4.47,

Ag shown 1ln Appendix F each echool can be ecored on
each item, allowing the philosophy of the school to devlate
from the total score of the school as it goes from item to
item, This type of scoring a school 18 more meaningful be-
cause schools, as well ag individuals, tend to go conserva-
tive or progressive item-wise, The deviation between the
lowest fitem end the highest of a school 1s not so great as
is to be found when the item by item scores of an individual
are plotted., Even so, as geen in Appehdix P, scores on
Part II of the teast range from 1.668 on item #14, school #5
to a score of 5.00 on item 30, school #8. The variation
wlthin the school itself is significant., One school ranges
from & score of 1.66 on item 14 to a score of 4,97 on ltem
16,

The philosophy of a school, then, can be determined
by the building of a score through the scoring of teacher

attitudes toward specific concepte of the curriculum,



TABLE XI
MEAN SCCRES BY SCHOOLS

nenavena—

School Part 1 Part 1 Part Il Fart 11 Part 11 ~ Part II
Teachers! Selected Teachers! Belected S8elected Administrators?
Own Scores Teachers!? Own Scores Teachers' Teachers? Scores of
Own Scores Own Scoras Scores by Selves
Administra-
tors
white
#1 3.86 4.02 3.83 3.97 3. 90 4.19
#2 3.93 4,02 4,04 4,08 3.08 4,67
#3 J3.86 S.84 3.83 3.98 3. 4C 4,22
#4 5.83 3.92 3,72 3.93 3.61 3.47
#5 4,22 4,36 4,47 4,62 4,09 4,40
#6 3.78 Se 04 4.03 J3.89 3.5 3.73
#? 3.88 4,01 3,986 4.11 3.85 4.11
#8 3.76 3. 65 3.55 3.60 S5.18 3.67
#9 4,02 4.19 3.92 3.93 3.74 4.19
Totals 3.94 3.93 4,00 4,01 3,60 4,07
Negro

#10 S.97 3.98 4.17 4.03 3. 68 4,30
#11 3.81 3.79 3.92 3. 94 S 49 4,19
#12 3.95 3.87 3.99 3.90 3.46 3.72
#13 3.76 3.73 3.86 3.83 3.13 4.19
#14 3.72 3.70 3.90 4.06 3.32 3.87
#156 3.88 4.00 4.08 S.99 4,14 4,03
Totals 3.83 3.85 3.98 3.96 3. 54 4,08
Totals
Negro and 3.91 3.89 4.00 3.99 3. 53 4,06
White

1T
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Effect of Administrator's Philosophy Upon the
Philosophy of the School

Adminigstrators cannot control the thinking of teachers,
nor can they control the actions of teachers; however, the
general philosophic tone of a school will be influenced by
the thinking of administrators, It begins wlith the hiring
of teachers because administrators are attraocted to teachers
with ideas similar to thelrs., Thle would follow more re-
liably were teachers less scarce. It 1s more often true now
in the case of schools with high salary schedules. The cor-
relation between the administrator's own philosgophy and that
of the school 1s in direct proportion to the salary schedule
of the school as seen in Table XI,

Relation of the Philosophy of the Men to
That of the Women

In both beliefas and practices there is a difference
between the scores of men and women, Flgure 8 shows that
the mean score of the men is 3,78 while that of the women
is 3.91, a difference of 0.13. In Part II the mean score
of the men 18 3,76 while that of the women is 4.02, Even
though the difference in scores of men and those of women

is not very great, norms could be established through

standardization of the test so that dsviation from the norm
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could be used by boards of education in evaluating a
teacher's philosophy instead of using the raw scores.

By the use of the H test by Kruskal and Wallis, 4lif-
ferences between men and women teachers are shown statis-
tically in Table XII. On Part I, H = 2.66, equivalent to
X?.go. This 18 the ten per cent level of confidence. On
Part II, K = 4.80, equivalent to X% gn. The level of con=
fidence here 18 beyond five per cent,

The Relation of the Philosophy of White Teachers
t0 That of Negro Teachers

The results of this study show little di fference be-
tween the basic philosophy of the Negro teachers and that
of the white teachers among those studled, This fact re-
mains when mean scores of teachere and mean scores of items
are coneidered as shown in Figure 8 and also in Appendix C
and Appendix D. However, lndividual teachers might vary
greatly in thelr scores on certain items. Supervisors could
use the data derived from the test scores in counseling with
indlvidual teachers concerning individusl items especlally
where lntegrated faculties are being considered.

Figure 3, page 97, shows the mean for Negroes and
whites., Part I shows a difference of 0.11 in mean scores,

while Part II shows a difference of only 0.02 in mean scores.
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TABLE XII
(Bee Appendix E)
RESULTS OF THE KRUSKAL-WALLIS H-TEST AS TO DIFFERENCES

BLTWEkN THE PHILOSOPHIES OF MEN AND WOMEN
(White teachers only)

—— =T Part L part IL
' of Attitude ' of Attitude
' Test ' Test
L ] ]
 § 1]

Differences between : HZ 2.68 : H=e 4.80

sexes ¢t = x® t = X2
' x 090 [ ] ’x' .97
! = 10 percent ' = beyond the
' level of ' 5 per cent
' confidence ! level of
: : confidence
L ] t

b e e e e e e e e
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This showse only an inconsis tency of 0.09 in variation. This
slight variation pictures the average Negro teacher to be
8lightly more conservative in theory than the average white
teacher while he is very slightly more c¢onservative in class-
room practlioce,

Appendix C and Appendix D give the result of ltem by
item tabulation of scores on Part I and Part II, These
tabulations show Negro teachers to be much more conservative
than white teachers on & few items; for example, Item 10 and
Item 11 in Part I and Item 156 and Item 21 in Part II. Hoﬁb
ever, scores on most items show that the progresslve or the
conservative attitude of the MNegro teacher rises and falls
with that of the white.

Figure 8 shows Negro men to be much more conservative
in theory than in practice. There is a difference of 0.32
between the theory score of the Negro men and that of the
whites, There is a difference of 0.30 between the Negro
men's theory and theilr own practice. The Negro women are
also more conservative in theory than in practice but not
to the extent of the men.

Since the test can be used for at least seven dlieg-
tinetly different purposes, it 1s assumed that it can be
used to advantage in the administration of the personnel

of a school because of its abllity to supply personnel data,



CHAPTER V
SUMMARY AND CONCLUSIONS

The purpose of this inveatigation has been to develop
and validate a test or attitude inventory which will indi-
cate the philosophy of a teacher through his attitude toward
curriculum, Through the use of this test, & common ground
between two extremes in philosophy has been pointed out.
This common ground, a philosophy within 1tself, 18 known as
eclecticlem., It 18 often thought that eclecticism, as a
mid-ground, 1s & type of philosophy upheld by people who took
a "middle of the road"® path. Results of this study show
eclecticiem in a different light, It was found that a
teacher's mean score on all items of the test would show
that teacher to be eclectic if it ranged near the mid-point
between essentiallsm and progressivism., This mean score,
however, might be made up of extremely progressive scores
and ultra-conservative scores on individusl 1tems., Eolec-
ticism in this interpretation 1s a selection of the best
practices in all educational philosophles in the individual
teacher's oplnion.

Two major hypotheses and three mlnor hypotheses were
stated in Chapter I. The major hypotheses, restated, read

ag follows:
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There is a common ground between the two extremes
in philosophy which forms a philoasophy of 1ts own,

The basic philosophy of teachers can be tested by
taking an inventory of thelir attitudes toward
curriculum,

The minor hypotheses are the followlng:

There are differences between the philosophlies of
teachers as individuals and as groups.

The philosophy of the teacher 1s influenced by the
inatitution in which he was trained.

The philosophy of the teacher 1s influenced by his
past experiences; for example, his teaching ex-
perience in definite fields,

For the purpose of this investigation, the factor
considered in determining the philosophlc score of a teacher
was the teacher's score on each individual item of the
inventory, so stated as to indicate his professed beliefs

and hls actual practices,
Statement of Conclusions

The formation and validation of an inventory test
was considered and reported in Chapter III.

The validity of the test was shown in the following
ways:

An excess number of items was gathered and the poorer
items eliminated by the Judgment of experts.

The expert opinion of principsls and supervisors was
used in evaluating teachers, By means of corre-
latlon, 1t was found that the relatlionship between



the scores of teachers on themselves and the sup._
visors! scores of them was good at the one per cent
level of confidence,

Part II of the test showed a relationship with the
Minnesota Teacher Attltude Inventory of better than
a one per cent level of confldence,

Part I and Part II of the test correlated at a point
well above the one per cent level of confidence.

The retest of fifty~five teachers established the
rellabllity of the test at the one per cent con-
fidence level,

In the light of the evidence found 1n reporting, the
two major hypotheses as stated above can be considered true
since the phllosophy of teachers can be tested, because
differences in phllosophles of teachers as individuals and
as groups are postulated in the major hypotheses, The philos-
ophy of the teacher is Influenced by the institution in which
his training was recelved, as evidenced by a twenty per cent
level of confidence through the use of the "H test" on Part
I.

The philosophy of a teacher 1s influenced by his ex-
periences, as shown by a better than ten per cent level of
confidence through the use of the "H test" on Part II, The
sex of a teacher determines many of his experiences, When
the scores of the men were compared with those of the women,

a ten per cent level of confidence was obtalned on Part I

and a better than five per cent level of confldence on Part II.
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This 18 further evidence of the influence of experlence on

a teacher's philosophy.
Limitations of Concluglons

The limitation of the small number of teachers tested
is not justified in the case of the present investigation
because one hundred per cent of the tesachers in each school
gtudied participated in the study by subjecting themselves
to the test.

Definlite classroonm practlceé are easler for & teacher
to Judge in hls own teaching than are abstract philosophle
concepts; therefore, the items of Part I tend to have a lower
score than those of Part II. Thls could be consldered a
slight limitatlion.

Application of Conclusions

The philosophy of American schools 18 belng atiacked
dally. The beliefs and practices of schools are being mis-
construed, misunderstood, and misinterpreted. The term
"progressive education® has fallen into 11l repute because
of ita use by enemlies of public education, financisl enemles
as well as enemies of method or technique. 8Some of the
attscks come from persons interested in private schools,

parochial schools, publlic schools, and from persons not
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interested in any type of school., The results of this
study could be used &8s informational data to show the Amerli-
can public what the philosophies of the teacher of a def-
inlte locality are. Further study could be made by stan-
dardizing the test used in thils investigation with norms
set up on each item, The scores then obtained by adminis-
tering the test would be more meaningful and would indicate
the true phllosophles represented Iln the bellefs and

practices of teachers.
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ANGLETON INDEPENDENT SCHOOL DISTRICT
CHARLES M. KELS8O, SUPERINTENDENT

DAVID F. CUNNINGHAM;, ADMINISTRATIVE ARSISTANT
ANGLETON, TEXAS

October 4, 1954

Dear Superintendent:

ey T T
BOARD MEMBERS:

JAMES L. BAKER
PREBIDENT

DR. J. 8. MONTGOMERY, JR.
ViEE PRESIDENT

LELAND B. KEE
SCORETARY
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I am making a study of attitudes of elementary teachers
toward certain types of educational phllosophy.
like to study both the white and Negro teachers of the first
six grades in your school system through an attitude inventory.
I assure you that the results from your individual school, as
a unit, will not be published without your permission, If

you will allow me to make this study, please indicate by re-
turning this letter with the information below filled in.

Number of teachers in your white elementary

(first six grades)

Number of teachers in your Negro elementary

(first six grades)

I would

Buperintendent

Thank you very much for any cooperation you are able
to glve me,

Yours truly,

Charles M., Kelso
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DO _NOT OPEN UNTIL TOLD TO DO 80

INVENTORY OF TEACHER
PHILOSCPHIY
PART I « ATTITULE
PART II « PRACTICE
CHARLES M. KELSO

Supserintendent of Schools
Angleton, Texas

DIRTSCTION3

This linventory consists of two parts -« I and II, Part 1
is designed to sample your attitude toward certaln prin-
¢lples of education, Part II 1s designed to indlcate what
practices you are actually doing in yaurlteaching. Read
each statement carefully before you mark the answers by

eircling the numbers to the right of each statement.

SCORING
Explanatlon of scoring for Part I given at the beginning of
Part I. '
Explanation of scoring for Part II given at the beglnning of
Part II.
There is no time limit, but work as rapidly as you ean,
PLEASE RESPOND TO EVERY ITEM,

TEACHER DATA

Years Experlence

Sex - Male or Female
Name of 8chool

Graduate of What College
Grade Taught




Instructions:
place a circle around the 5.

PART 1

136

(If you etrongly agree with the statement,
The other numbers, 4, 3, 2,

and 1, mean "agree,® "uncertain," %"disagree,® and "strongly
disegree, " respectively).

1.

2.

Se

4,

5.
6.

7.

8.

9.

School officlials should make the curriculum,
b?oauae they are experts.

Community representativez should be asked
to subml?® thelir 1deas about the eurriculum,

The puplls should have a part in the making
ef a curriculum.

The curriculum should be made by experts,
for they alone know all the philosophical
and psychological needs of the child.

Teachers should help make the curriculum,

Curriculum development should be a coopera~
tive enterprise with teacher, research
worker, subject matter speclialist, psy-
chologist, soclologlst, pbiloropher, edu-
cator, administrator, pupil and supervisor
all making contributions,

A curriculum organized by the edminlstra-
tors, teachers, student and layman functiong
better than one constructed by a single
group.

When administrators or other heads dellib-
erately seek to include faculty members in
the process of evolving a school program,
they are creating conditions moat favorable
to demoeracy in administration.

The purpose of the curriculum is to provide
wortkwhile and educative experiences for in-
dividuale under the guidance of the school.

The curriculum of the school should seek
merely the adjustment of students to pre-
valling social 1desas, and not seek the
reconstruction of soclety.

5 4 O
5 4 9
6 4 3
5 4 3
b 4 3
§ 4 S
5 4 3
5 4 o
6§ 4 3
5 4 3

2

2



10,

1l.

iz,

13.

14,

16.

16.

7.

College entrance preparation is less im-
portant than other alms of the publie
school,

The principal aim of the elementary school
should be to provide the child with the
tools of learning.

The American public school should be
available to all children.

Activity for puplil development should be
the keynote of the curriculum program.

The main aim of the curriculum is to
give children information.

Individualization of lnatruction should
be one of the aims of a good curriculum,

The curriculum ghould grow out of an
analysis of available textbooks,

Environment should be used as a definlte
source of material.

A Qlvision of the library containing all
types of teaching materials and alds
should be accesgsible to every teacher,

A curriculum to funetion properly should
be based on the 24-hour living of the
student.

Local sltuations should play a large role
in curriculum making.

The content of the curriculum should be
largely preparatory for more sdvanced
education.

The content of the curriculum should
emphaslize preparation for home-making
and family 1life.

In order to make a good currioculum,
factual material from subject matter
sources ought to be carefully maintsined.
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18,

19.

20,

21,

22,

23.

24,

28,

26,

A definite course in mental hyglene should
be placed in the high school currloulum,

Audio~visual equipment should be placed at
the disposal of every teacher and the
teacher should use 1t at least part of the
time.

Through proper instruction of well organ-
ized subjeot matter the c¢child can best
obtain the means for adapting himself to
his environment,

Vocational training should be blended
with the general educatlion but emphasized
ag student need demands,

The curriculum should provide, mainly, a
good general education for all students,

The curriculum should de reorganized
around areas of intereat or areas of
living rather than around subjects of
atudy.

Courses of study if used should be
unified through correlated materilal.

A good curriculum sghould be closely
superviged in order to asgsure its success,

The curriculum should be constantly
revised,

All curriculums should be made flexible
to meet changing needs of all students,

Curriculum development is the function of
teacher and children, in cooperation with
parents and sdministrative school officials,

It 1s the child that 1s to be integrated
and not the subject matter} therefore, the
currioculum ghould provide experiences in
dealing with real, total, meaningful sit-
uations as contrasted with artificlal,
isolated, meaningless facts.

138



27,

28,

£9.

8l.

a2,

53

5.

6.

37.

38,
39.

The pres‘jige of the teacher suffers when
the coopgration of the puplls is en-
couraged, :

Pupil pali*ticipation in eurrloulum eon-
structlol) softens the content of study.

With proper teacher guidance, the pupll
can assl{}t materially 4in arriving at a
worthwhil,e eurriculum,

A pupil partlcipation program results in
added in'ierest and achievement on the
part of {he pupil,

Pupll pa
operate
ation.

*sicipation can be made to
mecessfully in any given situ-

Teachers know best, and children should
do as thioy are told,

If left
will onl

j0 thelr own devices, children
I waste time.

The currLculum should provide pupils the
means of evaluating thelr own progress.

Teachers bhave, by reducing to a minimum
the stud(nt's opportunity to make ocholces,
failed tq train him properly for general
living.

Needs anh interests of children, as well
as problims to provide experiences, should
be a maj(r eoncern of the curriculum,

The curr|,culum should be made malnly teo
satisfy {ihe needs of the child.

Study uni,ts not based on student needs
contribulje little to the student'!s edu-~
cation,

What children need mainly ls discipline.

Children need to be left to plan for
themselv()s as far as they are able.
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40.

41.

42.
43,

44.

45,

46,

47,

48,
49,
50.
61.

Y-

The immedliate rather than future needs
of the pupils should be considered,

The curriculum should be organlized to
give the student what the teacher thinks
he needs rather than what the student
thinks he needs.

Pupll interest can be made an adequate
motivator for school activities,

Pupll interest will lag if there 18 real
work to be done.

Provision should be made in the curriculum

for exploration in many fields 80 that
individual interest may be aroused.

The activity of the pupll should be based
on pupll interest solely.

Pupil interest ie an undesirable basls
for curriculum organization.

The interest of the pupil ghould be
paramount in the field of eublect matter,

We must separate the sheep from the goats,

80 & high standard can be gset for all to

- meet,

Intelligence and achievement teasts are
wholl; adequate tests o? abllity.

A student's achievement should be
measured in terms of his abllity.

Provision for individual difference 1is
& key problem in curriculum development.

Evaluation of the currioculum should be
made in terms of the difference it makes
in the child's attitude.

8elf evaluation ie an important method
of evaluation in the high school,
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6 4 3 2 1

63. Measurement of subject matter achieve-
ment should be the chief method of
evaluation,
FART IX
PRACTICES IN CURRICULUM
Instructionst (If you always follow the practice in your

class work, circle the &,

The other numbers 4, 3, 2, and 1,

indicate deoreasing frequency of use, with the 1 indicating

*never",
l. Ths teacher eupplants the textboeck method
of teaching by student activity.
¥ The teacher uses textbookse more than
audio~-vigual aids,
2. The teacher uses units of experience in
planning her work,
3. The children help the teachser plan the
units,
4., The teacher organirzes differisnt types of
work areas within the c¢lassroom,
b. The teacher provides opportunity for a
cholce of setivities.
6. The teacher substitutes directed study
for question and answer ryecitation
7. The teacher emphasizes teaching of facts
more than total child development.
8. The teacher uses group effort projeots,
9. The teacher varies the work to fit the
different abllities of the pupils.
10. The teacher helps children remember the

things they need to remember by giving them

experiences that will make the learning
meaningful and desirable.



1.

1z,

13.

14,

15.

16,

i7.
is.

19,

20,
2l.

e2.

23.
24,

The teacher oonsiders the physical health
of the ehild an essential part of his
education,

The teacher recognizes the importance of
cooperation and social integration by
ellowing communication and mutual help
among children.

The teacher stresses thinking and under-
standing more than memorization,

The teacher corrects lack of mastery in

any field by the use of drill.

The teacher divides the day into scheduled

reriods to which the study and recitation
of each lesson 18 limited.

The teacher follows rigid rules in
teaching.,

The teacher resorts to ridicule or sarcasm,

The teacher permits atudents to choose
thelr own seats.

The teacher has the claes work in
commlittees.

The teasher emphasizes verbatim learning.,

The teacher has children memorize rules,

The teacher gives pralee frequently.

The teacher allows pupils to express
their feelings,

The teacher expects the same amount of
work from all pupils. ‘

The teacher dominates the clazs situation.

The teacher treats the problem chlld as
a patient,

G & o &
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26,

26,

27.

£8.

29,

S0,

Sl.

2.

33

S4.

1N

S8.

37.

The teacher punishes fallure to learn.

The teacher attempts to make pupils more
allke rather than develop individusl
differences,

The teacher controls rather than guliding,
developing or stimulating.

The teacher establishes a bond of warmth
and affection with the children.

The teacher treats the discipline offender
as a culprit,

The teacher makes each pupll feel accepted,
at ease, successful, and responsidble for
helping others,

The teacher takes the pupil's questions
geriously.

The teacher encourages friendliness.

The teachsr lets absentees know that they
have been misged.

The teacher encourages pupils to seek ways
of helping one another,

The teacher visitse each pupil's home,

The teacher encourages each pupll to
collect and share materials.

The teacher encourages classes to share
thelr projects with other classes,

The teacher uses community members as
resource people in clasa,

The teacher seeks projects through which
puplls can work for community improvement.

The teacher uses meetings with parente to
reach agreement concerning types of pupll
growth desired.
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S8.

39.

40,

4l1.

42,

The teacher sppralses the child in terms of
how well he achlieves goals that are within
his reach.

The teacher brings all persons involved,
including pupils, into making jJjudgments
about the progress that has been made,

The teacher studies the child's history
and home when he 18 under-achieving.

The teacher gtudies the cumulative record
of each child,

The teacher compares achlevement scores
with individual indices.

The teacher suscceeds in getting all
students to assume responsibility.
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TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART I

o

No. 5 4 3 2 1 2225233 fZZ“écﬁﬁir'
White Negro White Negro White Negro White Negro White Negro White Negro

1. 67 12 Lk 10 11 9 8 5 5 4 5.18 3.53 3.98
2. 23 13 67 13 1k 8 21 5 10 1 3.53 3.80 3.59
3. 17 12 66 17 29 8 17 2 6 1 3.53 3.93 3.62
h. 73 20 ks 7 8 5 b 6 5 2 3.11  3.93 4.17
5. 97 23 35 15 2 1 1 1 L.68 k.50 b .64
6. 103 28 24 9 6 2 2 1 4,69 k.60 .67
7 86 26 35 10 12 b 2 .52 k.65 h.55
8. T1 19 46 15 6 L 2 2 b h.hl 418 L.35
9. 95 27 38 10 2 3 L.69 k.60 .67
10. 25 5 49 7 25 T 26 11 10 10 3.39 2.65 3.22
11. 1k 3 41 9 35 9 36 1k 9 5 3.11  2.78 3.03
1l2. 57 13 60 16 11 6 3 2 3 .21 3.85 .13
13. 112 37 23 3 .83 .93 4,85
1. 63 19 5h 16 1h 3 4 1 1 .30 4.28 4.30

o%T



TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART I (Continued)

Noo 5 b 3 2 1 Seore sge Score. .
White Negro White Negro White Negro White Negro White Negro White Negro
15. 55 19 61 16 11 2 8 3 h.21 4.28 4,22
16. 9 L 51 6 19 16 32 8 24 6 2.92 2.85 2.90
17. 48 16 63 15 20 7 b 1 1 4,15 4.10 .14
18. 92 32 38 6 3 1 2 1 L.63 4.73 L.65
19. 8 1 13 2 27 8 51 16 36 13 2.30 2.05 2.25
20. 75 22 55 16 5 2 k.52 k.50 k.51
2. T3 26 51 13 7 1 b k.43 4,63 .47
22. 131 13 45 18 36 5 19 3 1 1 3.59 3.98 3.68
23. 55 15 43 17 26 5 8 1 3 2 h.03 4.05 4.03
2k, 81 26 48 11 k 3 1 1 .53 4.58 h.sh
25. 58 19 €0 17 14 h 2 1 h.2T 4.38 k.30
6. 75 18 51 10 6 7 4 3 1 b4 %00 4.34
27. 90 11 3l 20 5 9 6 3 b7 k.05 4.38
28. 20 2 31 8 k9 13 17 13 18 4 3.13  2.78 3.05

L¥1



TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART I (Continued)

Ttem = Average Total Aver-
No. 5 4 3 2 1 Bcore age Score

White Negro White RNegro White Negro White Negro White Negro White Regro

29. kW2 = 12 65 21 24 7 4 k.07 k.13 b.09
30. 68 19 57 18 9 2 1 2 h.h2  4.38 h.h1
31. 20 8 39 15 k2 8 26 7 8 2 3.27 3.50 3.33
32. 33 5 Ly 12 16 10 30 ” T 12 5 3.41  3.05 3.33
33. 8 1 L7 9 37 15 30 10 13 5 3.05 2.78 2.99
34, 54 9 62 26 16 5 3 .2k k.10 h.21
35. 24 3 35 21 32 9 28 5 16 2 3.17  3.45 3.23
36. 19 19 51 19 5 2 4.55 h.43 k.52
37. 62 1k 52 13 11 5 10 7 a1 k.23 3.80 4.13
38. ko 11 60 16 11 9 14 b 10 3.79 3.85 3.80
39. 17 L 58 14 29 11 26 8 5 3 3.k1 3.20 3.37
o, 21 5 36 16 21 8 39 10 18 1 3.02  3.35 3.10
. 15 2 22 8 b 12 L5 12 9 6 2.92 2.70 2.87
k2., by 15 69 22 1k 3 T 1 k.10 k.30 h.1y

8v1



TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART I (Continued)

Koo Stores age Score
White Negro White Negro White Negro White Negro White Negro White Negro
43, 65 1 sk 19 6 b 8 2 2 & k27 3.78 k.16
b, 713 21 56 17 6 2 k.50 k.48 L.hg
ks, 3 2 11 22 5 76 16 35 5 1.93 2.78 2.13
k6. 60 10 56 22 10 5 8 2 1 1 k.23 3.95 .17
4. 58 5 48 14 1% 15 8 5 T 1 .05 3.43 3.91
8. 69 8 55 12 7 10 3 9 1 1 h.39 3.43 4,17
k9. 5h 12 59 2k 12 2 5 1 5 1 h.13 413 .13
50. 63 17 63 16 T ) 2 1 4.39 4.23 4.35
51. 12 5 46 19 57 10 19 3 1 3 3.36 3.50 3.39
52. 3k 6 69 22 25 9 T 3 3.96 3.78 3.92
53. 33 7 61 13 25 10 13 10 3 3.80 3.43 3.71
Totals 2727 713 253% 751 909 336 691 224 294 96  3.9% 3.83 3.91

871
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TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART II

oo 5 4 3 2 1 Seores® sge Score.
Wnite Negro White Negro White Negro White Negro White Negro White Negro
1. 33 8 45 1k 39 12 10 3 8 3 3.63 3.53 3.61
2. 3% 10 58 11 30 14 13 4 1 3.8 3.63 3.79
3. 32 6 29 13 %0 8 30 9 ] L 3.1 3.20 3.36
k, 55 18 52 15 23 5 4 1 1 1 k.16 k.20 4,17
5. 31 15 59 17 33 6 12 1 1 3.80 k.10 3.87
6. k2 10 40 é 38 11 1k 10 1 3 3.80 3.25 3.67
7. 58 10 Lo 11 27 12 9 5 1 2 4,07 3.55 k.00
8. ko 9 62 20 27 11 6 .01 3.95 3.99
9. 78 30 46 T 8 2 3 1 k47T 462 .51
10. 69 35 55 5 11 k.43  4.88 4.53
11. 11 36 21 4 2 1 k.79 k.90 4,82
12. 72 18 52 17 10 1 1 1 L.uh o K,30 bl
13. 111 3k 21 5 3 1 4.80 4.80 k.80
1k, 5 1 16 3 22 i 38 13 5k 9 2.11 2.35 2.17




TABULATIONS OF RESULTS ITEM BY ITEM OF SCORES OF PART II (Continued)

Ro.. 5 y 3 2 1 Stores age Score.
White Negro White Negro White Negro White Negro White Negro White Negro
15. 36 1 35 3 26 9 30 11 8 16 3.5 2.05 3.13
16. Th 16 3k 7 21 14 6 3 4.30 3.90 h.21
17. 91 31 37 3 5 b 2 1 1 h.61  h.bk5 k.60
18. 13 9 b1 11 k9 12 29 5 3 3 3.2k 3.45 3.29
19. 14 6 38 9 51 16 26 5 6 b 3.210  3.20 3.21
20. 55 25 kg 9 25 h 6 1 1 k.13 L.ko k.19
21. 50 9 45 9 26 12 13 6 1 L 3.96 3.33 3.82
22, 96 3b 22 4 12 2 3 2 .h.53 k.80 k.59
23. 34 20 37 7 Ll 8 17 3 3 2 3.61 L.00 3.70
24, 28 7 30 10 36 9 19 4 22 10 3.17 3.00 3.13
25. 87 13 34 1% 8 10 y 2 2 1 4L.48 3.90 k.35
2. 70 21 33 5 12 2 10 b 10 8 L.06 3.68 3.97
27. 69 20 39 1h 22 3 3 2 2 1 k.26 k.25 4.26
28. 84 31 43 7 5 2 1 1 1 k.53 L4.65 .56
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TABULATION OF RESULTS ITEM BY ITEM OF SCORES ON PART II (Continued)

Noo 1 Btores sge. Score.
White Negro White Negro White Negro White Negro White Negro White Negro
29. & 23 28 8 1k 7 9 2 2 k.33 ‘h.3o 4.32
30. 89 34 45 b 1 2 4.65 4.80 h.69
31. 102 3% 26 5 6 1 1 570 k.90 b Th
32. 83 25 ks 11 6 4 1 4.56 k.53 4.55
33. 69 20 46 16 16 3 3 1 1 k.33 L.boO h.3k
34. k6 12 b1 15 35 9 11 2 2 2 3.87 3.80 3.86
35. 3h 9 28 9 26 15 26 6 21 1 3.21  3.b7 3.27
36. 25 1% 43 1k 35 10 26 2 6 3.41  4.00 3.54
37. b7 17 b1 13 27 6 1k 4 6 3.81 4.08 3.87
38. T8 22 h3 17 12 1 2 .46 k4.53 b 47
39. 37 10 51 19 31 10 13 3 1 3.79 3.93 3.82
ko, 67 2h kg 15 15 1 k k.33 4.58 4.38
k1. 67 27 45 11 18 2 3 2 k.27 4.63 4.35
ha. 12 9 46 T ko 12 17 5 11 7 3.23 3.15 3.21
Totals 2410 T63 1690 L2k oké 286 Lk 118 183 89 4,00 3.98 k.00
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APPENDIX B

Tabulation of Scores of"reé.chern Classified
According to Schools Where They
Received Thelr Training



Scores of Schools Where Teachers Recelved
Their Training

APPENDIX B

1856

White
Score Score
School Teacher Sex Grade Taught Part I Part Il
T.3.C.W. 12 F 2 3. 98 3.67
28 F 2 4.08 S5.88
29 F 4 3. 98 4.29
67 F Kindergarten 4,34 4,64
Total 4.02 4,07
Baylor
University 65 M ] 3.94 4,38
62 F Kindergarten 4,23 4,45
66 F é 4,42 4,45
117 F Music S.66 3.67
Total 4,08 4.24
Southwest
Texag State
College 4 F 4 4,21 3.86
65 ¥ 1 4.23 4,67
119 F 1l 4,19 4.19
120 F b 3.85 S 60
154 F 8 3.79 3.26
Total 4,086 3.89
Unlverslty
of Houston 1 F 2 S.68 3.40
b M Principal 4,08 3.67
8 F 4 S.72 S.64
16 F 1l 3.85 3.74
17 F 1 3.18 3.38



166

Scores of Schools Where Teachers Recelved
Their Training (continued)

white
Scors Score
School Teacher Sex Grade Taught Part I Part 11
University 18 F 3 3.91 4,05
of Houston 23 F 1 4,11 4,19
25 ) 3 1l 3.85 S3.57
27 M Adminigtrator 3.86 3.19
S0 F 6 3.7 3.60
37 F b 4.28 4.43
38 F 3 S. 94 5.88
39 F ) 4,13 3. 67
40 F 2 4,28 3.93
46 F 4 4.17 3.76
48 M Music 3.68 3.86
51 F 5 3.70 3.88
53 F g 4,45 4,36
b4 F 4 4,30 4,595
56 F Kindergarten 4.26 4,43
58 | l 4,26 4,71
80 F 6 4,77 4,50
61 F Principal 4.61 4,67
63 F 4 4,38 4,69
67 F 6 4,28 4,29
68 F [} 4,23 4.19
69 F 3 4,13 4,52
72 F 2 3,60 4,36
73 F 2 4.23 4.45
78 F b 4,28 5.00
79 3 b 4,81 4,98
20 F 3 4,09 4,24
94 F 1l 4,09 4,556
99 F Principal 4.15 4.14
108 F 1l 3.72 S5.79
107 F 3 3.79 4,29
108 F 4 S.68 3,83
114 F 4 3.87 Se71
127 r 3 3. 60 S.91
128 F 5 3.91 4.31
129 F 6 4.006 3.40
130 F 6 3,66 3. 36
Total 4,02 4,07



157

Scores of Schools Where Teachers Recelved
Their Training (continued)

White
dcore Boore
School Teacher Sex Grade Taught Part I Part 1II
University
of Houston
after attend-
ing another
college 26 F b 4,02 3.93
45 F 1l 4.47 4,29
70 F 3 4,38 4,69
74 F 3 4,34 4,57
76 F b 3,83 4,38
77 F 5 3.98 4,38
81 F 2 3. 47 3.48
86 P 3 S.43 3.98
293 F 2 4,09 4.14
1ol F 2 3.986 3,79
106 F 2 3.9 3,74
109 F 1l 4,09 4,33
111 F 2 3.94 S.74
133 M Principal 3. 66 3.26
Total S3.97 4,05
Out of
State 10 F e 4,21 3.81
16 F 4 S.70 S3.76
20 F 4 J.72 3.62
31 F 5 4,28 4,64
385 M 6 4,25 3.81
42 r 4 4,34 4,24
47 F S 5.49 3.81
49 F 2 4,45 4,38
80 F 6 4,02 3.91
86 F 2 4,09 4,50
8s F 1 3.23 3.9
21 F 3 3.94 4,086
o2 F 3 35.98 4,656
112 F 5 3.91 4,056
135 F 5 S.77 S.62

Total S.98 4.03



188

S8cores of Schools Where Teachers Recelved
Thelr Training (continued)

White
Score Bcore
School Teacher Sex CGrade Taught Part I  Part 11
Sam Houston
State Col~-
lege 2 P Musio 4,04 3.88
3 F 3 3. 58 3. 67
6 F 1l 4,2 4.14
18 ¥ 1 S.85 4.10
34 F L) 3. 68 3.78
36 M 6 S.38 4,14
41 ¥ 1 4,17 4.19
50 ¥ 1l 3.86 3.83
52 F 4 4,23 4,02
89 F £ 3.70 4,21
o7 - F 1 . 4.09 4,26
98 ¥ 1 3. 5L S.76
100 F 1l S.858 Se71
122 ¥ 6 3.96 J.64
126 P 6 S.66 3.81
59 r 1l 4,38 4,7}
Total 3.88 3.99
East Texas
8tate Col-
lege 9 F 4 4,19 4,07
13 F 3 3.87 4.38
32 F 5 4,04 4.00
33 M 6 3.8 3.93
71 ¥ 4 4.38 4,50
87 F Kindergarten 3. 36 3.79
102 F 1 5. 74 4,12
116 F 2 3. 38 3,76
124 F 1 4.13 3.81

>
(»]
R4

Total 3.87



Scores of Schools Where Teachers Recelved

Their Training {continued)

159

White
Score Score
School Teacher S8ex (Grade Taught Part T Part II
Stephen F.
Augtin State
College 64 F 1 S.77 4,12
83 F 1l 3.72 4,17
84 F 2 3,76 3.91
95 F 1l 3.76 3. 74
96 F Kindergarten 4,354 4,02
113 F 4 3.98 4,10
123 M Prineipal 3.60 S.62
1l8 F 1l 3.98 4,26
Total 3.86 3.99
Texas Uni~-
versity 7 F 1 3.83 3.81
43 F 4 3.62 3.81
131 F B 3.79 3.88
Total 3.76 3.83
Mary-Hardin
Baylor Uni-
versity 11 P 2 3.62 3.74
103 F 3 3.81 4,38
104 ¥F Musle 3.75 3.12
Total 3.73 .76
North Texas
State Col~-
lege 121 F 2 3.81 3.93
116 ¥F 5 3.64 3.74
125 F 2 35.96 3.71
132 F 6 3.40 S. 88
Total 3.70 3.69
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Scoreg of Schools Where Teachers Received
Their Training (continued)

¥White
Score Score
School Teacher Sex Grade Taught Part I Part Il
Other Texas
Collegeg~~
one teacher
represented 14 F 2 3.75 4,14
21 F 3 3.4 3.29
44 F 3 4.09 3.88
82 F 2 S. 04 3.24
110 F 4 3.98 4,26
75 F Musloc S3.63 3.62
Total S. 69 3.72
Hardin 8immons
University 22 F 2 3.49 3.60
24 M 5 3.79 3.74
Total 3.64 3.62
Total all Whites 3.94 4,00
Negro
Pralirie View 143 F 6 3.86 35.86
144 F 4 3.91 3.76
146 F 6 4,30 4.06
147 F 3 3. 64 3.81
155 F 4 S 77 3.71
167 M Principal 4,09 4.07
159 F 4 4,21 4.00
160 F S 3.87 4,26
161 F 6 3.70 4,28
165 M (<] 3.72 3.86
166 M b 3.62 3.64
167 F Musio 3,75 3. 74
175 F 3 3,64 4,05

Total 3.85 3.93
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Scoreg of Schools Where Teachers Recelived
Their Training (continued)

Negro
Score Score
8chool Teacher Sex (Orade Taupht Part I Part II
Texas
Southern 138 F 5 3.74 4.02
140 F 3 3.92 3. 79
141 F e 4.11 4,38
142 F 3 3.81 3.60
149 F h 4.20 4,24
160 P ) 3.38 3.76
151 F 2 3.75 3.81
162 F 3 4.06 3. 90
153 F 1l 4.00 4,28
154 F 6 3.42 3.48
156 F 1l 3.92 4.12
158 F b 3.87 3.83
183 F 2 3.79 4.28
164 F B 4,23 4,79
169 F 3 3. 66 4,62
170 F 1 3.60 3.98
171 F 2 3,94 4,10
172 M 4 3.28 3.67
174 M Prinecipal 4.00 3,67
Total 3.86 4,01
Mary Allen 148 F L) 3. 68 3.86
173 F 2 . 3. 91 3.93
Total 3.78 35.89
All Others 1368 4 4 3.57 4,07
137 F 1l 3.96 3.81
139 F 6 3.98 4,31
145 F 1l 3,66 4,45
182 F 2 4,04 3.90
168 F 1l 3. 74 3.79
Total 3.76 4,056

Total All Negroes 3.83 3.98



APPENDIX F

S8chool Scores by Items and Mean ltem Scores
of All 8chools on Part II



School Scores.py‘Items and ﬁean Itgm 8cores of all Schools on Pa;t II .
. _ MEBTT
Bchool  #1 f2 48 44 45 46 47 48 49 #10 #1 H2 §13 Hh  F15 Scere
1. 3.84 2.88 5.06 3.80 3.93 3.9% 3.15 3.50 2.64 £.00 3.00 3.75 2.7 3.64 3.67 3.61
é. 3.68 _3.88‘ 3.8 3.5o_'h.sé L.11 3.38 3.38 2.93 4.25 3.00 3.25 3.86 3.18 k.00 3.79 .
'3. 2.95 3.13 3.38 2.80 k.62 3.50 3.31 3.00"2.h2 k.25 3.25 3.25 3.00 3.00 2.33 ~3.36 '".
b, 3.89 k.00 h.25 3.80 k.79 4.33 k.08 3.63 3.57 k.63 3.25 3.50 k.57 418 h33“ 81T
5. 3.7k .00 3.88 3.30 “h.48 . 3.96. 3.62 3.50 3.29 h:as 3.00 3.75 k.00 h.6h_’,_}.ofof3.87"
6. 3.8% 3.50 3.63 3.60 k.10 3.72 k.00 3.88 3.43 3.38 2.75 3.25 3.57 3.69*'-3.1'@’3‘.67',
Te 'h.n k.50 3.88 k.10 k.55 3.61 4.15 3.50 hk.1% .3.88 3.00 3.25-3.71 3.a7r.'~..3.83 k.0Q";
8. k.31 k.25 k13 3.70 h.T2 3.9 3.62 3.25 3.50 k.00 3.50 3.75" k.00 3.36 3.67 3.99
9. k.63 k.25 k.13 k.20 k.86 k.67 k.39 3.88 k.36 4.88 3.50 k.50 k.86 b.55 - 5.00 k.51
10. 14,63 .25 A% k.00 %.55 h.22 %.39 3.88 4£.50 k.75 %.75 4.50 5.00 5.;)6.._.55@0'“"'_&.53
11. bk 4.88 k.88 b.60 k.90 h.50 h.o2 k.50 k.93 5.00 k.75 h.T5 k.86 5.'09‘. h.83 :k.alz-
12. .68 k.13 h.63 h.io k.90 k.89 4.00 3.50 3.86 h.'as 4,50 4.50 h.29' 5,3_6;1;.06 u.hi;
13. k.79 h.88 h.88 4.50 k.93 4.67 5.92 B.T5 4.TL 5.8 5.00 k.75 k7L k.6 5.00 h.80°
k. 1.89 2.25 1.88 2.80 1.66 2.00 2.5% 2.00 3.36 2.63 1.50 2.50 2.29 2.18 2.83 2.17
15. 3.25 2.81 3.20 h.62 3.78 2.62 3.00 3.43 2.50 1.75 2.75 2.00 3.13,

3.05

1.82 1.67
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8chool Scores by Items and Mean Item 8cores of all Schools on Part II (Cont;nued)

scool f1 f2 3 # #5 #6 #1485 9 0 41 f2 A3 AR A5 Nean

hJ

16. k16 k.75 3.88 4.10 k.97 k.11 .3.92 %.00 k.29 3.75 3.50 5.00 3.1k 3.00 k.00 k.21 -
17. k.21 %75 k.88 k.20 k.97 .39 4.38 k.50 :h.71 5.00 3.25 k.75 4.00 .73 5.00 %.60
18.- .:§:05 é.gs ©3.38 3.&0' 3.3% 3.00 3.38 3.13 3.21 3.75 3.25 3.50 5.00 3.36 3.83, 3;25‘
19. .3;;; ﬁ.ooﬁ‘z:gh 5.26 3.45 3.11 3.23 2.88 2.93 3.13 3.75 3.50 2.71 3.27 3.17 3.21

[
»

20, 3.68 1.50 3.kh-3.90 k.72 h.06 3.85 k.25 k.2l K.63 3.75 h.75 hilk k27 4.83 Mg
alf k.00 -3.63 3.50 3.k0 k.28 4.28 k.15 3.00 5.79 3.50 2.50 3.75 3.86 2.82 3.67 3.82
22 h.79 500 3.56 4.50 h.83 k.67 k.31 3.88 K86 K50 5.00 5.00 K86 kT3 5.00 k.59
23. 3:?1 3163' 3.9% 3.10 3.93 3.39 '3.54 3.88 k.21 %.00 3.25 5.00 k.00 3.8; }.17 3.70

:?y. 3.37 .3.25 2.56 2.60-3.55 3.28 3.54°3.38 2.93 3.00 k.00 3.00 2.00 2.91 2.83 3.13

25. 5.16 k.75 k.56 3.90‘ k.69 k.78 k.69 3.63 k.50 k.13 3.50 h4.00 k.43 3.45 4.00 k.35

26. 3.42 3138 kf19 4,00 k.62 k.28 3.7T7 3.75 .21 4.38 k.00 5.00 2.29 3.09 k.33 3.97

27. .00 .75 k.37 3.50 k.72 .56 4.38 3.88 k.29 3.88 5.00 k.25 h.1k k.09 k.67 4.26
28. b.h2 5.00 L.38 k.30 4.90. k.50 k.31 k.00 k.57 k.38 5.00 k.75 k.86 k.55 4.67 b.56
29.  h.21 %.63 k.25 3.90 4.76 k.56 4.5k 3.38 3.86. k.00 5.00 %.00 4.29 k.18 k.64 k.32

30. k.58 4.88 k.h3 k.30 4.86 5.00 h.TT k.75 k.64 %4.63 5.00 5.00 k.86 k;73 ‘4,83 k.69

9T




School Scores by Items and Mean Item Scores of all Schools on Part II (Continued)

%o

»

LW

snool 2 o #3 # #5 #6148 9 Ho f1 H2 H3 Ak H5 Hean
3. boTh 5.88 4.19 B.50 k.90 4.83 L.77 5.38 4.86 k.88 '5.00. %.50 k.TL 5.00 5.00 k.74
32. ' bt 3.75 k.31 430 4.83 k.67 h;77 4, 25' k.29 k. 63 k 75 4.25 k.57 h4.55 4.33 k.55
33.  4.16 3.88 14.88 k.30 k.55 k.56 b.31 h. 00 b.21" b.50 5.00 '4.25 k.29 4.18 k.33 h;jﬁ

34, 3.95 3.50 3.56 3.h0 k.48 3.89 4.08 3. 25 *3 57 3 63 5. 00 3 75 3.%3 %.09 3.16 3.86
35. -2.05 3.25 1.9% 2.80 k.79 3.39 2.77 2. 13 A3,29 h.oo §.25" 2.50 3.43 3.09 3.67 3.27
36. 3.00 3.63 3.31 3.10 k.h1 3.B% 3.23 2. 2§ ’2 .93. h 13 k.75- 3.50 3.57 k.18 3.83 3.5%
37, '2 2.95 3.75 3.31 3.%0 k.72 %.00 k.31 3.00 Kb h.s50 4.50- 3.50 3.1% 3.9l k.50 3.87
38. 3.89 k.50 h.k% 4,10 5.90 ’h.67 h.3; 3. 63 k.7 k 38 5. 75 4,50 h.hé '5255 .67 b.h7
39.. }.11 k.25 3.69 .3.50 k.59 '3.22 3.46 2. 88 3 93 - h 00 h 50 3.25 4,00 4,18 3.00 3.82
0.~ y.od k.63 3.9% .00 %.90 ‘h.so Jh.31 3.38 h 57 . k 63 : 5 00 k.50 k.57 k.45 k.50 k.38
Bl. .47 %25 3.81 -3.50 k.62 h.1l 3.08 3.61 k.50 -_h.88.}.7A5_k&.25 .00 k.64 4.83 k.35
k2. 3.36 2.63 3.1k 3.50 3.28 3.61 3.00 a.f%.h3:36j'¥;36 2.00 2.25 2.86 2.82 3.83 -3.21
Totals 4.00 3.83 3.72 h.hf .03 3.95 3.55 3.92 5.18 3.91 3.99 3.86 3.90 k.06
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