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Foreword

ONE thick volume probably would be too thin to cover ade-
quately the host of concerns related to The New Elementary School.
Division or chapter headings would surely include consideration of ob-
jectives, selection of content, organization for instruction, sequence,
methods, materials, the student population, teacher education, and ad-
ministration. In addition there would need to be separate treatments of
new developments in elementary school science, social studies, mathe-
matics, and other curriculum areas. This list of concerns would almost
provide a categorization of ASCD publications. Surely the series on
current curriculum developments does an excellent job of describing and
appraising innovations in the subject areas of the elementary school.

Seeing little value in a superficial treatment of all aspects of The
New Elementary School, this booklet concentrated upon only a few con-
cerns in elementary education where really new ideas are being devel-
oped and where there is new research to be reported. Especial considera-
tion is given here to new knowledge about young children and how they
grow and develop, patterns of content selection and organization, and to
new patterns of teacher education. If the expertness of the authors in
these areas were not already recognized, it would be readily apparent
from their contributions here. ASCD is pleased to add this booklet to its
publication list.

December 1967 J. HARLAN SHORES, President
Association for Supervision
and Curriculum Development
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Introduction

GROWING out of a desire of curriculum workers at different
levels—elementary school principals, curriculum directors, supervisors,
university professors, coordinators of elementary education, and teachers
—to work together on issues of mutual concern, a conference emerged
designed to bring together members of ASCD and DESP to consider
common problems.

The five papers, “New Organizational Patterns for the Middle School
Years”; “New Patterns of In-service Education of Elementary Teachers”;
“The New Elementary School Teacher”; “Social Studies in the Elementary
School: A Case Example of New Content”; and “New Curriculum Designs
for Children,” contained in this publication were presented at the con-
ference, which focused upon “The New Elementary School.” Four addi-
tional papers, developed through the work of the ASCD Elementary
Education Advisory Council, are also included in this booklet.

The conference was sponsored by the Elementary Education Ad-
visory Council of the Association for Supervision and Curriculum De-
velopment and the Department of Elementary School Principals, NEA,
January 13-15, 1967, in St. Louis, Missouri.

Three hundred thirty educational leaders participated in this con-
ference.

December 1967 Louise M. BERMAN *
Professor of Education
University of Maryland, College Park
and
Ross M. Coxe 2
Professor of Education
University of South Carolina, Columbin

1 I ouise M. Berman, formerly Associate Secretary, ASCD.
3 Ross M. Coxe, formerly Associate Executive Secretary, DESP.
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A Framework of Concerns:

. An Introduction

ALEXANDER FRAZIER

HOW should a reader approach these papers on the new ele-
mentary school? The options are several. Perhaps the reader may be
l looking for new information about what is going on to add to what he
already knows. Or he may be seeking help in clarifying the current scene.
Possibly he may be hoping to receive advice about what is most worth
taking seriously. Whatever his immediate purpose, the reader may be
supposed to approach this booklet with some general sense of the direc-
tion in which the elementary school is moving. All of us operate within
a framework of major concerns about the changing shape of elementary
education.

The editor has chosen to propose a framework of his own as a basis
for introducing the reader tc what follows. Familiarity with the papers
and with the planning that produced them has, of course, guided the
formulation of the concerns. Indeed, the framework might have been
placed at the end of the booklet as a kind of summary of intent. But it is
placed here instead in the hope that #*will help to provide unity of impact
in the reader’s encounter with viewpo.. is that are varied and with a cover-
. age that is necessarily limited by the scope of the undertaking.

What, then, are major areas of current concern in elementary educa-
Ly tion to which these papers may be expected to contribute insights and
understandings?

Education of Younger Children

The President’s message to Congress on children and youth of Feb-
ruary 1967, highlights the remarkable growth of concern for the education

1




2 THE NEW ELEMENTARY SCHOOL

of young children. In addition to calling for an expansion of summer
Head Start programs to a full year and for an extension of such programs
into the primary years, the President proposes expansion of schooling for
three- and four-year-olds and for pilot ventures into earlier education.

The emphasis on younger children in federally supported programs
is understood by most of us to arise from a broader base than concern
for the better education of the disadvantaged, important as that is. One-
third of the work force in the United States is made up of women; the
proportion is certain to increase. Also the public demand for a higher
quality of education that focused first on the secondary school has shifted
inevitably and even mercilessly downward to encompass the furthest
reaches of the school.

Moreover, curriculum makers for young children are necessarily con-
cerned with all children, even though their immediate focus may be on a
portion of the pupil population such as the disadvantaged. The new
research base for the education cf younger children, as the reports by
John, Henle, and Shipman and Hess in this booklet indicate, contains
insights on concept and language development that have the widest
possible significance for teaching and curriculum.

While it may seem too early to say what the new concern for the
education of younger children will ultimately mean, we can see some
prospects with increasing clarity. A nation-wide movement to extend
state support to kindergartens as a necessary and legitimate part of public
education is already in progress and will prevail, perhaps with some fed-
eral subsidy in the picture. The kindergarten in some cases may include
optional attendance of four-year-olds. And most certainly the curriculum
in the kindergarten will be strengthened to provide more intentionally for
concept development and language development, hopefully with a proper
respect for the range and value of human and nonprint resources for
learning. The shape and control of schools for two- and three-year-olds
will remain of very great concern to all of us in the immediate years ahead.

Adult-Child Ratios and Relationships

No area of concern in elementary education is more amorphous at
this point in time than that which we may identify as the area of adult-
child ratios and relationships. A ratio such as one teacher to 95 pupils,
for example, may no longer seem either ideal or possibly even meaningful.
Also the nature and role of adult-child interaction has had such an en-
largement in our thinking that we may feel uncomfortable in talking about
a single teacher with one group of children as adequate to provide what
is needed in the teaching-learning relationship.
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The rapid expansion of paraprofessional personnel in the elementary
school, particularly in the early years, has alerted us to the many dimen-
sions of adult-child relationships that can be expanded when another
adult, even an untrained or in some cases a relatively uneducated adult,
is at hand. The new insights we are gaining from research on mother-
child interaction as the base of concept development, as in the studies
reported here by Henle and Shipman and Hess, as well as the under-
standings from linguistics on the importance of adults in language devel-
opment, are relevant. We have come to value having more adults than
one in our teaching situation.

Similarly, and often from the same federal sources that have sup-
ported the increase in paraprofessionals, we have had a very rapid expan-
sion of auxiliary teachers in the school and ancillary teachers and other
professional personnel on call. As Frazier points out in his paper, in
marshaling new adult resources to handle specialized teaching activities
and deal with specialized learning problems, the teacher becomes in effect
an executive. In the process, old ratios and relationships may fail to
maintain their meaning.

Then, too, the ventures in cooperative planning and teaching have
helped develop a new conviction that many heads are better than one
when it comes to studying and assessing a child’s needs and that there are
many ways to provide for access by children to a range of teacher compe-
tencies that can protect against fragmentation in the program and befud-
dlement in the learner. New units of children, such as the 100 suggested
by Alexander as the base unit in the middle school, are being proposed,
with new ratios of adults to this number of pupils that go beyond anything
we have been able to imagine before.

The area, again, is in flux. We cannot generalize very readily against
such a shifting ground. Yet we may be able to agree that new ratios of
adults to children are in the offing that will be far more generous than
in the past. We may also foresee the definition of a much more extended
range of relationships to be valued in the new wealth of adult resources
in the school. Much remains to be thought through, with a recurrent
uneasiness, about maintaining between child and teacher or teachers, or
between the child and the adults about him, the deep and enduring bonds
that still would seem essential to most of us.

Paiterns of Organizing the School

For ease of handling and also to enable us to broaden our thinking to
include problems of inter-level articulation, we may wish to separate our
concern with patierns of crganizing the elementary school from the con-
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cerns we feel about adult-child ratios and relationships. Certainly we
have enough to think about in the area of organization to warrant treating
it separately.

While more attention has gone to ungradec grouping than to any
other aspect of organization during the past ten years, we may feel with
Alexander that the question of how to group children depends on our
conception of curriculum. Nongraded grouping per se can be used, if we
will, under many kinds of organization. The prospect most assuredly is
that as the program for children, or part of it, is spelled out more pre-
cisely in terms of successive levels, tasks, or targets, we should be able to
put each child in closer touch with what he is ready to learn.

Whether this consonance of learner and curriculum will be achieved
by some overall plan of grouping and regrouping in the familiar class
units of 25 or 30 or whether child-curriculum correspondence will be
sought in some other way may depend on fresh developments. If the
larger multiple-class unit of, let us say, 75 or 100 prevails as the new
home base, we may see many kinds of internal grouping to take care of
personal growth needs. If programming of the facts and skills segment
of the curriculum proceeds apace, we may find that the schools now
experimenting with independent study in learning laboratories will
become prototypes for the organization of at least part of the school day.

But the problem of thinking out suitable patterns of organization for
the elementary school as a whole will certainly remain. The middle school,
described so well by Alexander, is already proving attractive in many
parts of the country. The promise also is that the early years will be
organized differently if not separately into a two- or three-year block
with a new name of its own—the nursery-kindergarten, the pre-primary,
or the early school.

The least that one can anticipate in trying to speculate about the
organization of the new elementary school is that the problem of articu-
lation may exist at both ends of the present primary grades. Indeed,
the problem of pre-primary and primary articulation under Head Start
is already very much with us and is partly responsible for the President’s
proposal to extend Head Start upward. The middle school may prevail
in one of several forms—as a substitute for an unsatisfactory junior high
school, as an extension of intermediate elementary education, or as some-
thing else again. The terms “graded” and “nongraded” will doubtless con-
tinue to be useful as the distinctions they have represented become ab-
sorbed into the redefinition of curriculum and teaching.

From a dozen vantage points, the functions and competencies of
elementary school teachers are being analyzed and redefined. Thus, our

el e e e e el a,
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concern in this area must encompass many distinctions that seem likely ‘
to add up finally to a singularly different picture of the new teacher.

Teacher Functions and Competencies

The research into the nature of teaching is suggesting that as we
understand more about teaching, we may be able to prepare teachers
- more effectively and may have a better base of working with teachers
on the job, individually and in group study. The scope of research in 3
teaching or “intervention,” Berman suggests in her paper, is stll |
expanding.

Their role in the national curriculum projects and programs has given
teachers new status, which, as Frazier points out in his paper, is one of
the factors leading to a variety of new models of the teacher as a person
with enlarged responsibilities. These responsibilities, Berman indicates,
may be further enlarged as the roles of contributors to curriculum making
are spelled out more fully.

The better education of teachers on the job has been a major topic
of concern during the past decade. Miels report of changes in in-service
education over that period and her proposals for a more comprehensive
program indicate the growing size and complexity of this dimension of
improving teacher competency. The political aspects of teacher status
are also very much in the picture.

Teaching in the new elementary school will certainly call for the
performance of new or generally unfamiliar functions and for the better
performance of all functions, both the new and the old newly understood.
It will call for opportunities on the job for individual study and planning
and for better organized, more comprehensive, and more effective oppor-
=. tunities for group study. It will require, too, surrounding the teacher with
the climate and support that will enable him to make the most of new
functions and competencies.

Content and Curriculum

The excitement of content redevelopment in the elementary school
grows rather than lessens as we assess what we have been through with
the new mathematics and try to get ready to handle changes in the other
» subject fields. We are making an effort also to relate these changes to

existing and prospective curriculum designs for children.

In the process of review and preparation, we may need to underline
certain guiding questions: What relevance does the new content have to
established purposes? Or what new purposes does it presume? At what

v
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points if any can we relate new content in different fields? Is balance
of attention among fields at stake? Or balance among purposes? Into what
kind of overall design do we expect content to fit?

Against some such set of perplexities, we view the claims of com-
peting proposals for development in any subject field. In her report in
this booklet, Fraser treats the proposals for new social studies content as
a case example. She seeks out common elements in these proposals and
makes certain predictions concerning probable directions. She also states
some principles from the experience in other content fields that may be
useful in redeveloping the social studies.

Among the predictions Fraser makes is that the “expanding environ-
ment plan for establishing grade-level themes” will survive, although
with more flexible and broader themes. What other and newer curriculum
designs will look like is of interest even though the emphasis on develop-
ment of individual subject areas continues in the spotlight.

In her paper, Berman examines many facets of curriculum design,
including some content that seems to her to be of increasing ir portance,
principaily extensions of communications skills, processes of s+ -. atizing,
and the nature of attachments. She also proposes a backgroun.  ueliefs
about the nature of man and of curriculum development that she con-
siders of first importance.

The search for content that is more relevant to today’s needs and for
sharper definitions of these needs out of a broader cultural context will
certainly be maintained. However, as we work ahead through successive
redevelopments by fields, the search for unity among new purposes and
for new designs to unify the learnings of children may also be expected
to grow.

The education of younger children, adult-child ratios and relation-
ships, patterns of organizing the school, teacher functions and compe-
tencies, and content and curriculum—these are certainly abiding centers
of our professional interest although not in themselves an adequate
categorical system to account for everything with which we must be regu-
larly at work in elementary education. They are centers of current con-
cemn, however, as we would no doubt all agree. Let them stand here,
then, as the framework of reference that the reader may find of some use
as he moves on now to explore the resources of the eight papers that
follow.
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On Understanding

Mary HENLE

THIS paper will deal with selected issues in the psychology of
understanding. After a consideration of the nature of understanding, we
will examine the need for developing tests of understanding and then dis-
cuss possible means of testing. Finally, we will present some reflections
on teaching for understanding.

As one approaches these problems, one is astonished by the essential
lack of relevant psychological literature, a remarkable lack in view of
the central position that learning occupies in contemporary psychology.
What follows draws in part on a small but valuable literature and in
part on observations made during the past year or so when the writer
was working with Educational Services, Incorporated. (E.S.I. is not,
however, to be held respensible for any conclusions I may draw.) For
the rest, we will simply have to grapple with problems.

The Nature of Understanding

How shall we understand understanding? In what follows I shall give
the term two meanings that would probably be one in a world in which
everything were known, Understanding will be taken to mean, (a) clari-
fying the structure of material, and (b) relating items to a relevant
context.

1. in the simplest cases, understanding means making clear the
structure of the material with which one is dealing. I will discuss two
ways in which we can clarify material, without suggesting that these are
the only ways.

a. In many cases, clarifying the structure of material means simpli-
fying it, getting down to its essentials.

8




ON UNDERSTANDING 9

Sometimes getting down to essentials means finding out what the
material consists of, as when physicists learned that all matter consists of
combinations of a limited number of elements. The tremendous variety
of substances in the world could now be seen in terms of a relatively
small number of atoms—a radical simplification. Later reductions of
these elements to still more minute ones have pushed the understanding
of matter still further.

On a more modest level, a child learns that the number 25, for
example, consists of two 10’s and a 5. Then he understands it: he has
reduced it to a simpler structure. He has now increased his grasp of
the relation of 25 to other numbers and has achieved a basis for simple
arithmetical operations with this number; these gains are marks of under-
standing, as will become clear. The reduction, of course, must be to a
relevant structure. It would be much less helpful to know that 25 consists
of 23 4 2, or even of five 57, since the base of our number system is 10.

Getting down to essentials sometimes means seeing material in a
different and simpler way even where there is no question of reduction
to elements. In geometry, a child is asked for the first time to find the
area of a parallelogram. What is a parallelogram but a rectangle in
disguise? The student who changes the new figure into a rectangle and
proceeds from there has made altogether clear the structure of the figure.
We say that he has understood the problem.?

In still other instances, getting down to essentials means stripping
away details. For example, we have understood a passage if we can pick
out the essential ideas. If we have omitted something essential, or if we
focus on the less important aspects, our understanding is more limited.

In the same way, social scientists generalize about a culture or an
era. We know more about the society of the Kalahari Bushmen if we
know that it is a hunting and gathering society than if we describe the
ways in which food is prepared. Or again, we understand a good deal
about the cultural atmosphere of eighteenth century Europe if we describe
it as an age of rationalism: we know something about its philosophy, its
political ideas, and its art, as well as the relation of all these to earlier and
later trends. We have achieved a great organizing principle in terms of
which we can understand a mass of detail.

Now a word of caution is necesssary. Qversimplification does not
produce understanding. If all we know about the eighteenth century is
that it is an age of rationalism, we have understood nothing. We have only
acquired a label, which may actually impede understanding. The idea of
rationalism or of a hunting and gathering society—or any other organ-

! This example is taken from M. Wertheimer. Productive Thinking. (Enlarged
edition.) New York: Harper and Brothers, 1959,

1




10 THE NEW ELEMENTARY SCHOOL

izing principle—helps us to understand a culture only if we see it as
specifically related to the concrete phenomena of the culture, to the
details of which we have stripped it.

b. Another way in which we may clarify the structure of material
is to bring out what is only implicit.

We broaden our understanding of material when we can answer
the question: what does it imply? And by the same token, we have under-
stood the implications by deriving them from the original statements.

Here our clearest examples are simple logical ones. If we know that
all dinosaurs are extinct, and if we know further that the brontosaurus is
a dinosaur, it follows inevitably that the brontosaurus is extinct, and no
reasonable person would expect to meet one on his next trip west. We
can say that we understand this conclusion because it was derived from,
or implicit in, the original statements. No other conclusion from these
statements is possible.

Much discovery and understanding in science is of this nature. For
example, physicists can derive the roughly spherical shape of the heavenly
bodies from the law of gravitation (if they also know certain conditions
under which gravitation has to act). We say that we understand the shape
of the heavenly bodies because it follows from this principle.

2. Now let us consider a second meaning of understanding. In addi-
tion to understanding by making clear the structure of material, we say
we have understood when we are able to relate some item to a context.

I remember a conversation in which an acquaintance and I were
praising another individual. We took turns describing his merits, appar-
ently in perfect understanding. This went on for some time. It was only
when I added: “He’s a gentleman to the tip of his tail,” that we realized
that we were not talking about the same individual. My acquaintance
had a human friend in mind, while I was talking about my cat!

How could we misunderstand each other so completely ard not
know it? Each of us had a picture of the individual we were discussing,
a context of attitudes and feelings and experiences. As it happened, the
two pictures were altogether different because we had very different
individuals in mind. But we did not become aware of this since each of
us understood every rerark in the context of his own view. Understanding
each item in our own way, we thought that we were understanding each
other. It never occurred to either of us to ask, “What do you mean?”
because everything seemed to make sense.

More generally, an item does not usually have meaning in itself but
rather takes on meaning in the light of the whole body of knowledge, atti-
tudes, feelings, and beliefs with which we approach it. Since people often
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differ with respect to this context, they will understand the same infor-
maticn differently.

If adults can easily misunderstand each other because of the differing
contexts in which they place the same event, such misunderstandings are
probably even more frequent between adult and child. We cannot know
all the ideas the child brings with him to school, but we can safely assume
that many of them are generalizations from insufficient experience, with-
out adequate opportunity for correction by later experience. We can be
reasonably sure, in any case, that the child will often place a particular
bit of information in a context different from his teacher’s and that his
understanding will therefore be different. New material is understood in
terms of the child’s existing ideas in ways that may surprise us.

For example, an interviewer ? was discussing the life cycle with a
ten-year-old boy. To get at the value of the juvenile period for the human
being and for the baboon, he asked what happens during this period:

Gary: They get in trouble a lot, and they go through this stage where they
break windows and stuff, and cause trouble, and steal things.
Interviewer: You are a juvenile. Do you do that?

Gary: No! I am a very young juvenile.

This boy had clearly known the word “juvenile” only in connection with
“juvenile delinquency.” Failure of understanding can occur because an
item has been placed in an inadequate context—a wrong one, too narrow
a one, an inappropriate one. In such cases, both teacher and pupil may
assume that the child has understood. And indeed he has understood,
since he has placed the material in a setting in which it makes sense to
him. It does not occur to him to ask for further explanation of something
that already makes sense. It may therefore be some time before he—or
his teacher—learns that his understanding was inadequate. Thus, while
placing new material in context is the basis for understanding it, this same
process makes it difficult to know whether correct understanding has
occurred.

Difficulties in Knowing When Understanding Has Occurred

There are further ¢" dculties in knowing whether something has been
understood. It would be simple indeed if we could identify understanding
with achieving a correct answer. Correct answers do not ensure under-
standing, nor do wrong ones necessarily indicate misunderstanding. To
return to the problem of the parallelogram, it is said that a child under-

3James J. Gallagher, now of The Greater Cleveland Educational Research
Council.
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stands how to find the area of this figure if he sees it as a disguised rec-
tangle. Another child may correctly solve *he same problem by following
a series of memorized steps without any insight into the structure of the
figure. Both students may get the answer right, but only the first has
understood it.

Again, a child may understand a problem, but arrive at a wrong
answer because of a careless error in carrying out a step. Thus if we wish
to know whether pupils have understood us, we must do more than look
to the correctness of their answers. We must be more interested in how
an answer was achieved than in what it is. A “good error” may be a better
achievement than a correct response without understanding.®

Also, not all material is equally understandable, at least in terms of
our present knowledge. Consider again the definitions of understanding
given above. If we clarify the structure of material by deduction, by mak-
ing its implications explicit, the conclusion, as we have pointed out, is
inevitable. On the other hand, if we clarify by simplification we can do
this, within limits, of course, in sarious ways and at various levels. The
inevitability is often lacking. Again, to understznd an item by placing it in
context permits a certain range of understandings, as we have seen. The
meaning of the item is merely plausible, not inevitable. The greater the
range of interpretations possible, we may say, the less completely under-
standable the material—and for our purposes, the harder it is to know
whether it has been understood in the manner we had hoped.

Even with the same material, understanding is not an all-or-none
matter. We may get a glimmer before we achieve full insight or we may
sense that something is related to something else before we are able
specifically to derive the one from the other. In the same way, scientists
understand a set of events in terms of a theory, and later understand it
more fully in terms of a better theory. One reason we find new things on
rereading great writers is that our understanding has grown; it is not
that Shakespeare has said something new since our previous reading but
that we have come to understand more of what he was saying all along.
Understanding is a growing process, and this, again, makes it difficult to
evaluate.

There is still another sense in which understanding is not a posses-
sion that we have or do not have, but a process of change, and this, too,
makes for difficulties in assessment. Understanding is often slippery:
now we have the point and now we have lost it. The experience is not an
uncommon one. We look at notes we made some time earlier—a new idea

$For the distinction between good and stupid emors, see: W. Kohler. The

Mentality of Apes. Ella Winter, translator. (Second editicn.) New York: Harcourt,
Brace & World, Inc., 1927.
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we have jotted dowm or a comment on something we have read—only
to find that we no longer understand them.

I, myself, had never regarded this slippery character of understanding
as anything particularly important until Helen Kenney* and I tried to
teach a small group of fifth-graders a structural definition of the noun:
an (English) noun is any word that takes the plural. The definition may
not be particularly illuminating but it works. Indeed there are fewer
exceptions to it than to the commonly taught definition: a noun is the
name of a person, place, or thing. The lessons were carried on individually
in tape-recorded interviews with ten children who showed a considerable
range of tested intelligence. They were all pupils at a public school in
Newton, Massachusetts; all were members of an experimental language
class conducted by Educational Services, Incorporated.’

The new definition had been taught in class a few days before the
interviews, along with a simple method of testing words to identify
nouns. All this was lost by the time of the interviews and had to be taught
again. Much more interesting is the fact that the pupils kept losing the
new definition in the course of the discussion. In an interview lasting
perhaps 20 minutes, a child might grasp the point only to lose it again,
half a dozen times or more. The most brilliant girl in our group lost the
new criterion five times in a brief interview, another very bright child
lost it nine times, while the least gifted member of the group lost it
only twice.

This fluctuating character of understanding, which was so conspicu-
ous in our results, has not to my knowledge been mentioned in the psy-
chological literature. In retrospect, it is easy to see why the pyschology
of learning had not prepared us for this finding. The typical learning
experiment studies many individuals over a brief period of time and thus
Jeaves litfle room for this phenomenon, which can only be studied over
time, in intensive dialogue with the individual ®

How can we interpret this unexpected finding? I think that, at the
outset, we can rule out lapses of attention as responsible for the fluctua-
tions of understanding. The children were, without exception, highly co-
operative. The class experience in general, and the interviews in particu-
lar, carried prestige, as we realized when another E.S.I. class threatened
strike action if they did not get their “private interviews.” The inter-

+ Now of School of Education, Northeastern University.

5 The classes in connection with which these interviews were conducted were
taught by Gloria Cooper of Educational Services, Incorporated, who also helped us
plan the interviews.

oTn another conncction, the limitations of short-term, “do and die” techniques
in investigations of learning have been pointed out by H. F. Harlow. See his
“The Formation of Learning Sets.” Psychological Review 51: 51-65; 1949.
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viewers, for their part, had brought their full resources to the struggle
with the noun.

It seems more likely that these fluctuations occurred because the
material we were teaching was not fully understandable. Our definition
works empirically for English nouns, and the testing frame employed
follows from it. Yet there is nothing about nouns that requires this as a
distinguishing characteristic; in French, for example, you cannot dis-
tinguish between nouns and verbs in this way. Our explanation of the
noun lacks the inevitability that we found in material that is fully under-
standable.

If our material was not fully understandable, the finding is no less
interesting for this reason. It is probably no less understandable than much
school material outside of mathematics and science.

Two considerations in our data support the conjecture that these
fluctuations in understanding occur because the material is not fully
understandable. First, I mentioned that the two brightest pupils showed
the greatest fluctuations, while the slowest showed very few. If this
should turn out to be a real difference, it suggests that the duller child
puts everything in the rote learning mill, regardless of its nature, while
the brighter one is more interested in trying to understand new material
than in memorizing it. The latter process could work to the apparent
disadvantage of more intelligent students in the early stages of the
learning of partially meaningful material.

Another consideration also suggests that the fluctuations in under-
standing are related to the nature of the material. A week or ten days
after the first interview the children were brought back for a second
session. First we checked on the noun, reminding our students of it when
necessary. Next the verb was introduced as any word that can take the
past tense. Now fluctuations of understanding practically never occurred.
While other explanations are possible, one is tempted to look to the
nature of the definitions. This one clearly seems more meaningful than
the definition of the noun: we seem to be dealing with a more intrinsic
property of the verb than of the noun. This impression perhaps gains
some support when we recall that Aristotle gave an essentially similar
definition of the verb: “A verb is that which, in addition to its proper
meaning, carries with it the notion of time.” (Incidentally, it is interesting
to note that Aristotle, too, had trouble with the noun, essentially defining
it as not a verb.)

Another possible interpretation of the fluctuations of understanding
that we found may lie in the relation between the previously learned
definition and the new one which we offered to replace it. The advantages
of the new definition may be more apparent in the case of the verb than
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of the noun. To describe a noun as the name of a person, place, or thing
is not a bad way of identifying this part of speech, especially for fifth-
graders who have trouble with plurals. On the other hand, a verb is
clearly not necessarily an action word, as the traditional definition has it;
the new definition eliminates the difficulties of the old one without intro-
ducing new problems. It may be, in short, that replacement results in
fuctuations of understanding when the replacing material is not suffi-
ciently superior to the old; competition between the two explanations may
produce the fluctuations.

Finally, it should be mentioned that the difference between noun
and verb with regard to fluctuations of understanding may be a matter
of the method of learning employed. Although most of the children were
given help, all in some sense discovered the definition of verb, while the
definition of noun was simply presented, first in class then in interview.
It may be that what one discovers is Jess subject to fluctuations in under-
standing than what one is told.

In short, a good deal of research is needed before we will understand
our findings on the fluctuations of understanding. I present the results in
their present incomplete form because the phenomenon itself has impor-
tant bearing on classroom practice.

To return to the main theme from which these results have led us:
I pointed out that, for a number of reasons, it is diffcult to know when
understanding has occurred. One of these reasons we now see to be the
slippery nature of understanding itself.

Testing for Understanding

Because it is often difficult to be sure whether something has been
understood, it is necessary to devise tests of understanding. In discussing
the nature of understanding, I indicated that the experts have not offered
much help. In the case of our present problem, however, I am in the
forturate position of being able to call upon expert opinion. The experts
on matters of learning and understanding are, of course, professional
Iearners. And right in our classrooms we can find large numbers of such
professionals. Why not consult them about how to test for understanding?

Margaret Lane, who teaches teachers at the University of Michigan
and children at the University School in Ann Axbor, did just that.” She
asked a class of seventh-graders: How do you know when you have
learned something? Most of the children, being professional learners,
interpreted the question to mean: How do you know when you have

71 am grateful to Miss Lane for making this material available to me.

B R Ty PO DR L PR ¢ e T R
o aaaedamabanuband
L




16 THE NEW ELEMENTARY SCHOOL

understood something? Let us look at typical answers and compare them
with what psychologists have to say.

Of course, some children gave answers that, while not wrong, are
not of much help. Thus one seventh-grader replied:

By how you feel. You feel good.

You do feel good when you have learned something, but this is not
enough. You may feel good because you think you have understood when
actually you have not. We must look further.

Other children emphasized the ability to recall as an indication that
they had learned something:

The way I know that I have learned something is it goes in my mind and
stays there. Like if someone tells me something and I forget it, then I didn’t
learn anything!

You can answer questions someone asks you about your subject. You feel
fairly confident that if you took a quiz you would pass it. . . . On my Egypt
report, I knew right away after it that I didn’t learn much because all we did
was goof off.

If someone asks me about it and I can answer it when I couldn’t before.

Again, however, as we have seen earlier, a correct answer does not
necessarily mean that one has understood. Memorizing can produce cor-
rect answers—in children and in parrots. We must look still further.

Some students set their standards for understanding beyond recall as
it is conventionally interpreted to something approaching mastery of the
material. This may be indicated by intelligent participation in discussion,
including asking as well as answering questions. Mastery may also be
shown by appreciation of the material one is studying.

. . . When my parents consider me able to discuss it with thern thor-
oughly. . . . When I can enjoy and appreciate the subject.

If I can take part in a discussion about that particular thing, give reason-
able answers and questions, it shows that I have learned something.

Sometimes you don’t know you have learned something until you talk to
someone about the subject and can participate.

When you have fun doing something.

Psychologists and educators, too, have been interested in discussion
procedures, as well as in the questions children ask, as approaches to
understanding.® Still, we have a long way to go in learning how to evalu-
ate the quality of a child’s participation in discussion and the gquality of
the questions he asks.

Appreciation of material as an index of mastery of it has yet to be

8For example, Babette Whipple has been conducting “think-ins” or discussion
groups to assess the understanding of children participating in E.S.I. courses.
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investigated. It is an interesting hypothesis that we owe to these seventh-
graders.

Several other children showed themselves to be in the forefront of
psychological thinking by saying that you know that you have learned
something if you can teach it to someone else. This method has been used,
so far as I know, only by Professor Mary Alice White of Teachers College,
Columbia University? The following samples indicate that it is well-
regarded among members of the learning profession:

When I have learned something I am able to explain what I have learned
to someone else. . . . I am able to stand up and teach it to someone else in a
meaningful way.

I know I've learned something when I can remember it, and clearly under-
stand it, and if I can tell someone else about it so he can at least understand it
clearly too. When I can do this, I believe I know it.

When you can teach somebody else what you know.

One child suggested that you have understood something when you
can go on from where you were to more advanced material:

When I really know a subject, I can read books . . . on the subject and
readily learn more from them.

This procedure, I believe, has not been investigated specifically as a test
of understanding, though it is implicit, of course, in the practice of teach-
ing and learning.

There remains one method of testing understanding that the seventh-
graders have not found out about. This is a bit surprising, because it is
the most powerful method we have: the method of transfer. If, after learn-
ing something, you can do something else that you could not do before
the original learning, we say that transfer has occurred. In connection
with the problem before us, the important thing is that one consequence
of understanding is the ability to transfer.

For example, if a child has understood our problem of finding the
area of a parallelogram, he will now be able to find the area of all sorts of
unfamiliar figures if only they, like the parallelogram, are disguised rec-
tangles. By the same token, if he has really understood it, he will not try
to apply a new idea or new method to material for which it is inappro-
priate.*®

In order, then, to find out whether a student has understood some-
thing, we may test for transfer to new material. We need to find out

*Dr. White has a publication in press; Professor Roger Brown of Harvard Uni-
versity has also discussed this procedure as a test of understanding.

1 Wertheimer (see note 1) has stresscd the nced to include such negative in-
stances in tests of understanding (Chapter 1).

2 Fow
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whether he can tell the difference between cases to which the new idea
applies and those to which it does not. If he shows transfer where it is
appropriate, and only where it is appropriate, we may say that he has
understood.

Closely related to transfer, and perhaps a special instance of it, is
diagraming. We often think of diagraming as an aid to understanding, but
like other aids, it may also serve as a test of understanding. In making a
diagram, we represent in spatial terms an idea originally presented in a
different form. For example, we may use a line to represent the life cycle
or historical time, and we can place various periods or events on the time
line to represent their sequence. Again, in physics, we may use arrows to
represent forces. Does a child understand a particular concept? We are
often able to represent it spatially. If he is able to choose the correct one
of several diagrams, we can say that he has understood.

In all these cases, the diagram has transposed an idea to an appro-
priate visual form, in the same way that a melody may be transposed
from one key to another. Or, as in transfer, we may say that we have
applied the idea to new material.

Perhaps some will be surprised that paraphrasing has not been in-
cluded among tests of understanding. At some ages this is, no doubt, a
useful test. Preliminary observations of fifth-graders suggest, however,
that for them at least, this is a very difficult task, so difficult that they
sometimes lose the very meaning they are trying to convey in the effort
to rephrase it. Failures under such conditions are as likely to be due to
inability to paraphrase as to failure to understand. Obviously, para-
phrasing can only be used as a test of understanding with individuals
able to paraphrase. ,

We have considered now a number of tests of understanding. Which
shall we use in any given case? This is not an easy question to answer.
Participation in discussion, for example, is easy to arrange, but its quality
is difficult to assess. We know very little about how to judge the child’s
appreciation of material. Teaching another pupil what one has learned
seems to be a psxticularly promising method, and it is to be hoped that
it will be studied further. It must be noted, however, that it involves
devising tests of the understanding of what the pupil has learned from
his child-teacher. Going on from where you were is an excellent long-
range method of relying on previous understandings, but often this device
is not designed to indicate specifically where difficulties in understanding
exist. Transfer is a very powerful test of understanding, but devising tests
of transfer in some areas is difficult. Such tests are simpler to design in
mathematics and science than in literature and social studies, because,
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in the former fields, ideas are more precise and principles usually clearer.
Diagraming, too, is useful where it can be applied.

Thus the choice of methods and the actual devising of tests of the
understanding of specific materials remain the tasks of the teacher and
the curriculum maker. It is hoped, however, that guidelines such as the
ones offered here will help to make that most important discrimination
between testing for mere recall and testing for real understanding.

Teaching for Understanding

Twenty-five years ago Katona demonstrated the superiority of learn-
ing by understanding over learning by memorizing.** Let us recall his
findings. What has been understood will be held in memory far longer
than like material that has been memorized. Furthermore, we are able to
apply what we have understood much more widely than what we have
memorized—so much so that, as we have seen, transfer (or the applica-
tion of learned material to new cases) may be used as a test of under-
standing. This is no small advantage at a time when knowledge is accumu-
lating so rapidly that no one has enough time in school to learn what a
well-informed person needs to know. Again, learning by understanding
is often more economical than memorizing; even apart from transfer, we
can frequently acquire more material in a given time in this way. Besides,
a child will soon lose interest in memorizing, while understanding holds
his interest and attention much longer.

It must be remembered, of course, that it is not always possible to
choose between memorizing and understanding. As was pointed out
earlier, not all material is equally understandable. We have also seen,
however, that our understanding of given material may be more or less
complete. Thus our question amounts to this: ix any particular case, how
can we teach for the greatest possible understanding?

We might now reexamine what has been said about understanding
in order to make clear its implications for teaching, but space permits only
a few brief remarks.

Generalizations clarify concrete material only if they are specifically
related to that material. This suggests a major condition of the use of
induction in teaching is to infer general principles from particular facts.
Induction is valuable precisely because it requires the student to see the
living relationship between a generalization and the concrete data on
which it is based. A principle that has been taught, without reference to

u @G, Katona. Organizing and Memorizing. New York: Columbia University

Press, 1940. For a more recent discussion, see: J. S. Bruner. The Process of Education.
Cambridge, Massachusetts: Harvard University Press, 1960.
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data, is in greater danger of remaining entirely abstract, a verbal formula
only, a label. Thus, for induction to be an effective method of instruction,
the child must have the relevant facts before him or readily available; and
they must be sufficiently organized if a principle is to emerge from them.

To return to a previous example, our fifth-graders were able to arrive
at a generalization about verbs from carefully selected lists of sentences,
a generalization that they had not achieved on the basis of their very
extensive, but unorganized experience as speakers of the language. Again,
in our enthusiasm for methods of discovery, we sometimes forget that ’
elementary school children cannot be expected to make sensible general- j
izations about a new culture, or even their own culture, without having
access to enough of the facts, adequately presented.

I do not mean to suggest that we should discourage guessing, stifle
the imagination, or cut off fantasy in teaching. Guessing has its own i
place in the educational process, as Bruner ** has pointed out, but it is
not the same place as induction. My research on logical thinking in
children suggests that they tend in thinking to make too much of too
little, to generalize from too slim an empirical basis; and the same may
be true of all of us. It is, of course, important to encourage students to
make inductions—we do not want children who, in Thurber’s words,

“don’t know anything but facts"—but we must also tame their inductions.

Indeed, to applaud inductions that fall flat on their face in their first real {
confrontation with evidence is as effective a way as I know of discourag- *
ing the inductive process.

Now let me come to one other implication for teaching of our con-
sideration of the nature of understanding. We have seen that understand-
ing is not something that is ever over and done with, but that it is an
active, changing process, a process of growth. Furthermore, knowledge
is advancing at a rate hitherto unknown; with the advance in factual
knowledge, and also as a condition of it, our theories, our basic ideas
and interpretations, are necessarily undergoing revision. Unless we are
prepared to rethink our ideas, they are in danger of becoming obsolete.

We adults seem, on the whole, not to be remarkable in our ability to
reexamine our ideas. If the children now in school do no better than -
their elders in this respect, they, even more than we, will be closing off
from understanding an increasingly large part of the world.

Perhaps one means for making clear the need for rethinking is the
spiral curriculum which, as Bruner discusses it,** is built about the re-
visiting of ideas and topics in the changing terms appropriate for children

13 Bruner, ibid., p. 64 f.
B Ibid., pp. 52-54.
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of different ages. Such a curriculum not only deepens understanding of
the ideas in question, but shows that understanding itself is a deepening
and changing process.

Modest excursions into the history of ideas (perhaps particulariy in
science) can likewise show the changing nature of our conceptions of the
world. And most important, of course, is the model of a teacher who is
himself ready to examine alternatives, to consider exceptions, to give
new ideas a hearing.

However achieved, the readiness to reexamine ideas is less a desirable
goal than an absolute necessity in a rapidly changing world. If we can
develop this readiness in children, we can give understanding its true
meaning as a great adventure that lasts a lifetime.
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Conceptual Development in Preschool
Children: Effects of Home and Family®

Vircinia C. SmrpmMan AND Rosert D. HEss

THE research project reported here is concerned with assessing
the cognitive environments of urban preschool children and studying the
effects of differing environments upon the cognitive behavior and motiva-
tion of the young child. In attempting to determine the variables in the
preschool child’s environment which appear to facilitate or interfere with
ensuing cognitive growth and educability, the project has focused upon
the role of the mother as a socializing agent in areas of behavior usually
associated with success in school: language, concept development, moti-
vation for achievement, problem-solving strategies, curiosity, and the like.

The general problem has been to understand how cultural experience
is translated into cognitive behavior and academic achievement. This
question, however, developed out of a prior concern for understanding
what is meant by cultural deprivation or disadvantage. Considerable
documentation of the depressing effect of social and cultural disadvan-
tage upon academic ability already exists. The more basic need is to
understand the mechanisms of exchange that mediate between the in-
dividual and his environment. We hope to be able to conceptualize social
class as a discrete array of experiences and patterns of experience that
can be examined in relation to the effects they have upon the emerging
cognitive equipment of the young child.

A major focus of our research has been the linguistic environment

* This research is supported by the Research Division of the Department of the
Children’s Bureau, Social Security Administration, Department of Health, Education,
and Welfare; Ford Foundation for the Advancement of Learning; and grants in aid

from the Social Science Research Committee of the Division of the Social Sciences,
University of Chicago.
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and the communication patterns between mother and child since, in
agreement with Vygotsky and Luria,® we believe that the level of lan-
guage development is a function of the linguistic environment in which
the ciild develops, and that thought development is to a considerable
degree dependent upon language development. However, the signifi-
cance of the maternal environment lies not only in the amount of verbal
exchange, but also in the structure of the interaction between learner and
teacher.

Drawing from the work of Basil Bernstein at the University of
ILondon, we have found it useful to speak of maternal teaching styles both
in terms of communicative modes (whether they are elaborated or re-
stricted; that is, whether differentiated, more precise, and individualized,
or stereotyped and condensed) and also of family control systems
(whether oriented to status or person; that is, whether the child’s be-
havior is regulated by ascribed role norms or whether the unique charac-
teristics of the situation modify such demands). Such concepts have
proved efficacious in predicting whether a child will take an assertive,
exploratory, or passive, compliant approach to his environment and
whether reflective or impulsive behaviors will occur in problem-solving
situations.

From our work at the Urban Child Center we would argue that:
(a) the behavior which leads to social, educational, and economic pov-
erty is socialized in early childhood—that is, it is Jearnied; (b) the central
quality involved in the effects of cultural deprivation is a lack of cognitive
meaning in the mother-child corsmunication system; and (c) the growth
of cognitive processes is fostered in family control systems which offer
and permit a wide range of alternatives of action and thought, and that
such growth is constricted by systems of control which offer predeter-
mined solutions and few alternatives for consideration and choice.

The Natuie of the Study

We present here a few of the findings that have emerged from our
study of the cognitive environments of urban preschool children, findings
that we believe are indicative of differences in preschool socialization
that have consequences for cognitive growth and educability. We have
chosen to focus on the child’s ability to categorize since categorization
is one of the most commonly used ways to study cognitive development.
We will look at the four-year-old’s ability to make verbal classifications,
his ability to give labels and to discriminate and choose relevant prop-
erties of objects; and then we will observe how this is related to his social

2 References are listed at the end of the paper.
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status, his sex, and his mother’s preferred mode of categorization and
more general teaching style.

For our project, a research group of 163 Negro mothers and their
four-year-old children was selected from four different social status levels.
Group A came from college-educated professional, executive, and mana-
gerial occupational levels; Group B came from skilled blue collar occupa-
tional levels, with not more than high school education; Group C came
from unskilled or semizkilled occupational levels, witl- predominantly
elementary school education; and Group D came from unskilled or semi-
skilled occupational levels, with father absent and the families supported
by public assistance (ADC). Groups were equally subdivided by sex of
child and, except for Group A, by private and public housing,

The mothers were interviewed in their homes concerning their
activities with the child, their daily schedules, the availability of cognitive
and intellectual stimulation, and other features of the home environment
thought to be related to cognitive development. The mother-child pairs
were then brought to the university for testing and for an interaction
session which required the mother to teach the child three simple tasks
that she had been taught by a project staff member. One of these tasks
was to sort or group a number of plastic toys (cars, spoons, and chairs
that were red, yellow, and green) by color and by function. A second
task was to sort eight blocks that differed in color, size, shape, and mark
by two characteristics simultaneously. The third task required the mother
and child to work together to copy five designs on a toy called an Etch-a-
Sketch.

During his second testing session at the university, each child was
administered the Sigel Conceptual Style Sorting Task. On each of 20
trials the child was asked to pick one of three pictures to go with the
test picture (“the one that belongs best with it or looks like it”’). For
five of the trials, ambiguous pictures of human figures were used; the
remainder were black and white photographs depicting familiar persons,
animals, or objects. After he had pointed to one of the pictures, the child
was asked to explain his choice. Rationales were classified as descriptive
~ (having direct reference to manifest stimulus attributes, a distinction
being made between descriptive-global and descriptive part-whole re-
sponses which use all or part of the stimulus, respectively, e.g., “men,”
“nurses,” “have guns,” “have shoes”); relational-contextual (stimuli having
functional or thematic interdependence, e.g., “mother and baby,” “the
men are fighting”); categorical-inferential (stimuli being independent
representatives of a class based on inferred or nonobservable charactes-
istics, e.g., “we eat them,” “they go in the water”); nonscorable verbal
responses, (e.g., “looks like it”); disjunctive responses (e.g., “this is a
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truck and this is a horse”); or nonverbal (e.g., child points, edges cards,
etc.).

The mothers were given the adult version of the Conceptual Style
Sorting Task which required each of them to make 12 sorts from a ran-
dom arrangement of Make-a-Picture Story figures. Each mother could use
as many figures as she wished in a group, and could re-use figures if she
gave a different rationale for her grouping. Rationales for the sorts were
scored according to the same categories described above. Stanford-Binet
(Form LM) IQs and Wechsler Adult Intelligence Scale verbal 1Qs were
obtained a few weeks earlier.

Findings Related to Social Studies

The most striking finding for the children’s performance on the Sigel
Sorting Task comes from the comparison in percent scorable responses
by social class (see Figure 1). As social status decreased, percent scorable
responses decreased, from 51.2 percent to 15.1 percent. In virtually all
categories (the exception being one small reversal between the lower-
lower and ADC groups for the descriptive part-whole category), the
mean score for each of the cognitive style dimensions decreased with
decreasing social class level (see Table 1). These differences are greater
than would be expected on the basis of the mean IQ scores for the groups
(109.4, 98.6, 96.3, and 94.5, respectively). Social status differences in
the ability to give verbal rationales for categorizing responses are also
revealed in the mean scores for nonscorable responses, with the means
for both nonscorable verbal and nonverbal responses progressively larger
from upper middle class through ADC (see Table 2).

Since there is considerable variability among our groups and mean
scores may reflect the contributions of small numbers of children, it is
important to note the volume of responses within each category; that
is, the mean percent use of a particular category as well as the number of
children able to respond and use a particular category (see Tables 3 and
4). It can be seen that the differences obtained in mean scores (Table 1)
provided consistent vesults with these methods of analysis. As was
hypothesized, we have found that children from lower-class homes do
poorer on a cognitive sorting task requiring verbal classifications. The
result of the decreased linguistic interaction between parents and children
observed in working-class homes and the restricted language styles
employed, as reported by Bernstein (1964) and in earlier papers from
our project (Hess and Shipman, and Olim et al.), is that these children
appear hindered in the discrimination and labeling processes required
for classifying. Although a knowledge of naming does not predict the

y
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classificatory behavior used, words encourage us to think in terms of
categories and help us isolate relevant properties of objects and
experiences.

70 —
60 —f
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40 —+
30 —
20 —
10 4
0 —
Upper-middle Upper-lower Lower-lower ADC
N=40 N=40 N=39 N=41
51.25 32.62 20.38 15.13
Figure 1. Comparison of Percent of Scorable Responses
by Four-Year-Olds on the Sigel Sorting Task 3
Category Social Class
Upper-middle Upper-lower  Lower-lower ADC
N=40 N=40 N=39 N=4i1
Total Descriptive 5.05 2.95 1.72 1.32
Descriptive Part-Whole 2.25 .65 .20 .34
Descriptive Global 2.80 2.30 1.51 .98
Relational-Contextual 3.18 2.92 1.18 1.02
Categorical-Inferential 2.02 1.35 1.18 .61

Table 1. Mean Scores for Cognitive Style Dimensions
According to Social Class Level

? Virginia C. Shipman and Robert D. Hess. “Children’s Conceptual Styles as a
Function of Social Status and Maternal Conceptual Styles.” A paper presented at
the American Psychological Association meetings, September 5, 1965.
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Upper-middle  Upper-lower ~ Lower-lower ADC
N=40 N=40 N=39 N=41
Nonscorable Verbal Responses 5.75 6.10 6.64 7.24
Nonverbal 3$.00 6.72 7.08 8.76
Non-sorts 1.00 .65 2.21 1.05
Table 2. Mean Scores for Nonscorable Responses
According to Social Class Level
Upper-middle  Upper-lower  Lower-lower ADC
N=40 N=40 N=39 N=41
Descriptive Part-Whole 11.25 3.25 1.03 1.71
Descriptive Global 14.00 11.50 7.56 4.88
Relationa!-Contextual 15.88 11.12 5.90 5.12
Categorical-Inferential 10.12 6.75 5.90 3.05
Nonscorable Verbal 28.75 80.50 83.21 36.22
Nonverbal 15.00 33.62 35.38 43.78
Non-sorts 5.00 8.25 11.08 5.24
Table 3. Percentage Use of Categories by
Four-year-old Children from Different Social Class Levels
Upper-middle ~ Upper-lower ~ Lower-lower ADC
N=40 N=40 N=39 N=41
Descriptive Part-Whole 40.0 25.0 18.0 14.6
Descriptive Global 70.0 55.0 53.8 81.7
Total Descriptive 80.0 65.0 59.0 39.0
Relational-Contextual 77.5 65.0 41.0 43.9
Categorical-Inferential 52.5 42.5 30.8 24.4
Nonscorable Verbal 85.0 87.5 92.3 85.4
Nonverbal 52.5 70.0 82.0 87.8
Non-sorts 12.5 7.5 25.6 19.5

Table 4. Percentage of Four-year-old Children
Responding in Each of the Categories

Table 4 presents the percent of children responding at least once in
each of the categories. Although most upper-middle class children and
a majority of the upper-lower class children use relational and descriptive-
global responses, there is no extensive use of any of the cognitive style
dimensions by the two lower-lower class groups. In looking at particular
categories, one may note the relative absence of descriptive part-whole
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responses for other than the middle-class group and the large rise in
nonverbal responses below the middle-class level.

Obviously, not all children used every label, although some consistent
preferences are apparent. Order of preference for the cognitive style
dimensions was relational and descriptive-global, alternating for first and
second places in each of the groups, followed by categorical-inferential
and descriptive part-whole. Relational and descriptive-global responses
have been considered the most immature and would be hypothesized to
occur most frequently in preschool children. The child’s classifying behav-
ior has been described as moving from idiosyncratic and irrelevant cues
to a concrete mode and then to the abstract. Relational responses are ‘
often subjective and, since found to correlate with impulsivity, have been
considered more primitive. Descriptive-global responses, often referring
to sex and occupational roles (men, nurses), are somewhat more depend-
ent upon experiences. On the other hand, descriptive part-whole responses
have been shown to increase with age and would be expected to be used
less frequently.

It may be recalled that this category, which has been correlated with
favorable prognostic signs for educability such as attentiveness, control,
learning ability, and recently with prediction of first-grade reading ability
(Kagan, 1965), was used only by the upper-middle class children. Kagan
(1964) has described two fundamental cognitive dispositions involved
» in producing such analytic concepts: the tendency to reflect over alterna-
tive solutions that are simultaneously available and the tendency to
analyze a visual stimulus into component parts. Both behaviors require
a delayed discrimination response. One may describe the impairment
noted for culturally disadvantaged children as arising from differences in
opportunities for developing these reflective attitudes.

Sex Differences in Cognitive Styles

i Kagan, Moss, and Sigel (1963) and Sigel (1963, 1965) have reported
sex differences in cognitive styles; thus, Table 5 presents the mean scores
from our study for boys and girls within each social class group. For the
cognitive style dimensions, comparisons by sex seem to indicate no dis-
cernible pattern within categories or social status level, and the small
mean scores would make any hypotheses suspect. It may be noted, how-
ever, that in contrast to the findings reported for white middle-class
four- and five-year-olds in which boys gave predominantly more descrip-
tive par’ . > responses, in our sample, middle-class girls used this
categc . In recent conversations, Sigel has indicated that in his
presen.  ues with Negro children he is obtaining this same sex differ-
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ence, with girls giving more descriptive part-whole responses. Since
Kagan in various papers (1963, 1964) and Sigel et al. (1963) have
reported on the positive relationship between descriptive part-whole
responses and reflective, independent, emotionally controlled, masculine
behavior in boys, our findings may reflect racial differences in sex-role
expectations.

Upper-middle  Upyper-lower Lower-lower ADC

Boys Girls Boys Girls Boys Girls Boys Girls
N=20 N=20 N=20 N=20 N=20 N=19 N=20 N=21

Descriptive Part-Whole 1.80 3.20 .90 .40 .35 .05 .16 .52
Descriptive Global 250 8.30 2.50 2.10 1.10 1.95 1. 20 .76
Descriptive Total 3.60 6.50 $.40 2.50 1.45 2.00 1. 35 1.29
Relational-Contextual 3.10 8.25 2.10 2.35 1.80 .58 .95 1.10
Categorical-Inferential 240 1.65 1.15 1.55 1.40 .95 .25 .95
Nonscorable Verbal 4.55 6.95 5.23 6.95 5.80 7.5 6.40 8.05
Nonverbal 4.65 1.35 6.80 6.65 7.90 6.21 9.75 17.81
N-oil-sorts] 170 .30 1.80 0.00 1.65 2.79 180 .81

Table 5. Mean Scores by Sex

In looking at the remaining categories, however, a consistent sex-
related trend appears. Girls gave more nonscorable verbal responses,
while boys gave more nonverbal ones. Girls were more likely to have
tried to use words, though in certain instances not differentiated enough
for classification (e.g., “because it has this and this,” “because it looks
like it,” with no further response following additional probes), while
boys said, ‘I don’t know” or resorted to pointing or moving the pictures
together.

It can be hypothesized that boys, especially in lower-class homes,
receive more negative reinforcement for verbal behavior, and that girls
are encouraged to talk more and are talked to more. As a consequence,
when unsure of himself, the boy is less likely to experiment with words.
Recent analyses of our data have revealed that mothers of girls tend
to use more elaborated linguistic styles and are more likely to give their
children rationales for behaving. Consequently, boys, receiving more
restricted codes, would have been hypothesized to be more impaired in
their level of categorization.

In the teaching situations, we obtained additional measures of the
child’s ability to correctly sort objects and to verbalize the principle on
which the sorting or grouping was made. Children from middle-class
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homes were well above children from working-class homes in performance
on these sorting tasks, particularly in offering verbal explanations as to
the basis for making the sort. Over 60 percent of middle-class children
placed the objects correctly on all tasks; the performance of working-
class children ranged as low as 29 percent correct. Approximately 40
percent of the middle-class children who were successful were able to
verbalize the sorting principle; working-class children were less able to
explain the sorting principle, ranging downward from the middle-class
level to one task on which no child was able to verbalize correctly the
basis of this sorting behavior. These differences clearly paralleled the
relative abilities and teaching skills of the mothers from differing social
status groups.

Measures of Mothers’ Performance

Let us now look at the mothers’ performance on the Sorting Task.
Analysis of their preferred manner of grouping stimuli and the levels of
abstraction they used in perceiving and ordering objects in their environ-
ment reveals that relational responses were most frequently offered,
categorical-inferential were the next most common, and descriptive, most
infrequent (see Table 6). The distribution of responses of our status
groups showed that the middle-class group was higher on descriptive and
categorical categories; low status groups were higher on relational ones.

Category Social Class

Upper-middle  Upper-lower ~ Lower-lower ADC

N=40 N=42 N=39 N=41

Total Descriptive 3.18 2.19 2.18 2.59
Descriptive Part-Whole 1.65 1.33 1.81 1.49
Descriptive Global 1.52 .86 .87 1.10
Relational 5.52 6.79 7.38 6.73
Categorical 3.30 3.00 2.28 2.66

Table 6. Responses to Adult Sigel Sorting Task (Maps) (Means)

The greater use of relational categories by working-class mothers is
especially significant. Response times for relational sorts are usually
shorter, indicating less reflection and evaluating of alternative hypotheses.
Such responses also indicate relatively low attention to stimulus details
(Kagan, 1964). Many of these relational responses are very subjective,
reflecting a tendency to relate objects to personal concerns by contrast
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to the descriptive and categorical responses which tend to be objective
and detached, more general and more abstract. Categorical responses, in
particular, usually represent thought processes which are more orderly
and complex in organizing stimuli, suggesting more efficient strategies of
information processing.

These interpretations become more striking when one looks at the
relationships between categorizing behaviors. Among the scoring dimen-
sions for the mother, descriptive-global and categorical responses, both
of which entail categorizing and labeling, were significantly positively
correlated (Pearson r=.25). But descriptive-analytic and descriptive-
global responses were both negatively related to the use of relational
categories (Pearson r = —.59 and —.67). WAIS verbal IQs varied
significantly in the same manner. (For the children there were no signifi-
cant correlations between scoring dimensions, except, of course, between
descriptive-total and its parts.) Therefore, as social status decreased, we
saw decreased use of an abstract attitude toward a task; and from this
we would predict resulting detrimental effects on the child’s ability to
develop more abstract modes of thinking.

The small number of scorable responses for the children make
statistical comparisons difficult but certain trends were clearly evidenced.
The mother’s use of a predominant mode of relational categorizing was
significantly related to the child’s use of nonscorable and nonverbal
responses on the Sigel. Moreover, it was related to poor performance on
the 8-Block and Etch-a-Sketch tasks. The mother’s inability or disinclina-
tion to take an abstract attitude on the sorting task was correlated
with ineffectual teaching on the 8-Block task and inability to plan and
control the Etch-a-Sketch situation. Since relational responses have been
found (Kagan, Moss, and Sigel, 1963) to be correlated with impulsivity,
tendencies for nonverbal rather than verbal teaching, mother domina-
tion in the interaction setting, and limited sequencing and discrimination
might be expected and would be predicted to result in limited categoriz-
ing ability and impaired verbal skills in the child. Significantly, there was
o trend for maternal relational responses to be associated with inability
or refusal of the child to make a sort. It might be noted here that maternal
relational respor e negatively related to the child’s use of relational

responses at thi: lovel, when for the child it indicates success in
providing a rational, though a simple one.

Cognitive Interaction: Further Measures

We have just begun to analyze some of our other measures of
cognitive interaction, and these offer additional evidence of the relation-
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ship between maternal communication modes and the child’s categorizing
ability. Nine language scales were developed to measure various dimen-
sions of lexical, syntactic, and cognitive complexity and elaboration in
the mothers’” speech. Samples of the mothers” speech were obtained from
their responses to a task in which they were shown the “lion-mouse” card
of the Children’s Apperception Test and asked to tell their child a story
related to the card. This card is a picture of a lion sitting on a chair,
holding a pipe in his hand. Beside him is a cane. In the corner is a mouse
peering out of a hole. The lion appears decp in thought.

A comparison of the means for each scale for the four social class
groups reveals that there is a clear social class trend, with the middle-
class mothers consistently scoring highest on all scales, the upper-lower
mothers generally coming next, and the two lower-lower groups usually
scoring lowest (see Table 7). The major cut occurs between the middle-
class mothers and the other three groups. The middle-class mothers
exhibit a highly elaborate language style which the others do not. Middle-

Social Status

Scale Middle Upper-lower  Lower-lower ADC

N=40 N=42 N=40 N=41

Mean Sentence Length 4 11.39 8.74 9.66 8.23
Adjective Range 5 31.99 28.32 28.37 30.49
Adverb Range ¢ 11.14 9.40 8.70 8.20
Verb Elaboration 7 .59 .52 47 .44
Complex Verb Preference 8 63.25 59.12 50.85 51.78
Syntactic Structure Elaboration ? 8.89 6.90 8.07 6.46
Stimulus Utilization 5.82 4.81 4.87 5.36
Introduced Content 3.75 2.62 2.45 2.34
Abstraction 10 5.60 4.89 3.1 1.75

Table 7. Social Status Differences in Language Usage
(Scores are the means for each group.)

* Average number of words per sentence.

& Proportion of uncommon adjective types to total nouns, expressed as a per-
centage.

® Proportion of uncommon adverb types to total verbs, adjectives, and adverbs,
expressed as a percentage.

“ Average number of complex verb types per sentence.
* Proportion of complex verb types to all verb types, simple and complex.
® Average number of weighted complex syntactic structures per 100 words.

1 Proportion of abstract nouns and verbs (excluding repetitions) to total nouns
and verbs (excluding repetitions), expressed as a percentage.
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class mothers talk in longer sentences, manifest a larger repertoire of
complex verb forms, exhibit a wider range of adverbs, use many more
complex syntactic structures, exhibit greater perceptual discrimination—
as shown by their attending to more of the stimuli in the test picture,
show more imaginative thought elaboration by going beyond the infor-
mation immediately given in the test picture and introducing characters
and objects not manifest in the picture, and display more abstract
concepts.

In a regression analysis using the nine language scales, social class,
mother’s WAIS Verbal IQ and child’s Binet IQ, social class level was sig-
nificantly correlated only with descriptive part-whole responses. Although
marked differences by social class are reported when other variables are
controlled for, this factor appears to be of only limited relevance as a
predictor. The most striking relationship occurred between the mother’s
language abstraction and the child’s categorical-inferential responses.
Tt is of interest to note that it is not the mother’s abstraction ability (as
measured by WAIS Verbal IQ and especially the similarities subtest),
but her abstract language behavior that is related to the child’s cogpitive
abstraction.

In the teaching situations, the mothers from the four status groups
differed relatively little on the average in the affective elements of their
interaction with their children. The gross differences appeared in the
verbal and cognitive environments which the,” presented—in the amount
and specificity of task-relevant information, whether attempts were made
to elicit feedback from the student to discover how much he understands,
and the manner of reply to the child’s feedback.

The most important variable for predicting the child’s success in
correctly placing and/or explaining the principle for sorting the blocks or
toys in response to the examiner’s request was whether the child was
given many opportunities during the teaching session to talk about the
task. The larger the proportion of physical commands and questions
by the mother (“Put this block with the tall ones.”), the poorer the
child’s performance. A passive learning style is negatively related to
high success in the teaching situation.

Similarly, we have factor-analyzed the mothers” teaching behaviors
during the 8-Block situation. We have found that the child’s use of
descriptive part-whole or analytic responses is negatively associated
with Factor 1, which we describe as a “tug of war” factor (a nonattend-
descriptive part-whole or analytic responses is negatively associated
with Factor 3, which is indicative of good verbal interaction (the mother
asking the child for verbal responses and giving verbal feedback, and the
child giving verbal replies and spontaneously verbalizing).
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Status and Person Orientations

In applying Bernstein’s concept of status-oriented and person-
oriented families to our data, we analyzed maternal responses to the
question: “Imagine your child is old enough to go to public school for
the first time. How would you prepare him? What would you tell him?”

One mother, who was person-oriented and used elaborated verbal
codes, replied as follows:

First of all, I would remind her that she was going to school to learn,
that her teacher would take my place, and that she would be expected to
follow instructions. Also that her time was to be spent mostly in the classroom
with other children, and that any questions or any problems that she might
have she could consult with her teacher for assistance.

Anything else?

No, anything else would probably be confusing for her at her particular
age.

In terms of promoting educability, what did this mother do in her
response? First, she was informative; she presented the school situation
as comparable to one already familiar to the child; second, she offered
reassurance and support to help the child deal with anxiety; third, she
described the school situation as one which involves a personal relation-
ship between the child and the teacher; and fourth, she presented the
classroom situation as one in which the child was to learn.

A second mother responded as follows to this question:

Well, John, it’s time to go to school now. You must know how to behave.
The first day at school you should be a good boy and should do just what the
teacher tells you to do.

In contrast to the first mother, what did this mother do? First, she
defined the role of the child as passive and compliant; second, the central
issues she presented were those dealing with authority and the institu-
tion, rather than with learning; third, the relationship and roles she
portrayed were sketched in terms of status and role expectations rather
than in personal terms; and fourth, her message was general, restricted
and vague, lacking information about how to deal with the problems of
school except by passive compliance.

These responses illustrate the tendency for status-oriented families
and relationships to restrict the linguistic codes used in communication.
The child who comes to school with a status orientation is prepared to
engage in rote learning and passive acceptance of school authority in the
learning situation. His initiative and participation in the learning possi-
bilities of the school are meager. Not that all such children accept the
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authority of the school in this unquestioning fashion. They have few
alternatives, however, except to resist or rebel. The range of choice: open
to them is limited by the nature of the cognitive and interactional environ-
ment in which they have had experience.

A more detailed analysis of the mothers’ responses to this question
grouped their statements as imperative or instructive. An imperative
statement is defined as an unqualified injunction or command, such as
“Mind the teacher and do what she tells you to do. ...” or “The first thing
you have to do is be on time” or “Be nice and do not fight.” An instructive
siatement offers information or commands which carry a rationale or
justification for the rule to be observed. Examples: “If you are tardy or
if you stay away from school your marks will go down” or “T would tell
him about the importance of minding the teacher. The teacher needs
his full cooperation. She will have so many children that she won't be
able to pamper any youngster.”

In the imperative instances, the child is asked for a simple mental
response. He is asked to attend to an uncomplicated message and to
make a conditioned response (to imply), he is not called upon to reflect
or to make mental discrimination. In the other example, the child is
required to follow two or three ideas. He is asked to relate his behavior
to a time dimension; he must think of his behavior in relation to its
effect upon another person.

He must perform a more complicated task to follow the commu-
nication of his mother in that his relationship to her is mediated in
part through concepts and sheaied ideas; his mind is stimulated or exer-
cised (in an elementary fashion) by a more elaborate and complex
verbal communication initiated by the mother. As objects of these
two divergent communication styles, repeated in various ways, in
similar situations and circumstances during the preschool years, these
children would be expected to develop significantly diffetent verbal
facility and cognitive equipment by the time they enter the school.

In relating our mothers’ responses to open-ended questions in the
interview concerning hypothetical school situations, we find consistent
negative relationships between percent of status-oriented and imperative
message units (where the mother gives the child no rationale for her
proscribed behaviors, but just commands) and the child’s ability to
categorize. Using each of the children’s Sigel scores mentioned as de-
pendent variables in a regression model, using the teaching factors, lan-
guage styles, and factor scores from an Educational Attitude Survey, and
omitting IQ and social class as independent variables, we obtain multiple
correlations between .45 and .59.
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Summary of the Study Thus Far

As our data analysis progresses, we hope to become more able to
say what cultural disadvantage means. We expect to continue seeing these
families for at least the first few years of school to assess the predictive
value of certain maternal behaviors, as well as to document the growth
and development of certain cognitive behaviors. Longitudinal data on
the Sigel Sorting Task will provide information on developmental use of
these categories, consistency of preferred mode, and possible differentia-
tion of responses by sex as sex roles become more differentiated. The
occurrence of more scorable responses will allow us to assess better the
similarities and differences between mother and child’s cognitive style.
Also, with somewhat older children, more testing measures become feas-
ible. We are now obtaining more measures on the mother and child
concerning the reflection-impulsivity dimension.

Our study would seem to indicate that the structure of the social
system and the structure of the family shape communication and language
and that language shapes thought and ~ognitive styles of problem solving.
It appears fruitful to consider social class differences in terms of differ-
ences in availability of options in the mother’s daily life. The lower-class
mother’s narrow range of alternatives is being conveyed to the child
through language styles which convey her attitude of few options and
little individual power and this is now being reflected in the child’s
cognitive development.

A problem-solving approach requires reflection and the ability to
weigh decisions, to choose among alternatives. The effect of restricted
speech and a status orientation is to foreclose the need for reflective
weighing of alternatives and consequenc.es; the use of an elaborated code
with its orientation to persons and to consequences tends to produce
a cognitive style more easily adapted to problem solving and reflection.

The cognitive environment of the culturally disadvantaged child is
one in which behavior is controlled by status roles rather than attention
to the individr .. characteristics of a specific situation and one in which
behavior is neither mediated by verbal cues which offer opportunities for
using language as a tool for labeling and ordering stimuli in the environ-
ment nor mediated by teaching that relates events to one another and the
present to the future. This environment produces a child who relates to
authority rather than to rationale, who although often compliant is not
reflective in his behavior, and for whom the consequences of an act are
largely considered in terms of immediate punishment or reward rather
than future effects and long-range goals.
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Children and Language Acquisition’

VEra P. Jonun

THE exciting human process of learning to speak is fast becom-
ing a field of serious study and earnest theoretical debate. A new and
impressive label has been attached to this field: it is now referred to as
the study of developmental psycholinguistics. In the dozens of new stud-
ies of children’s language, three major areas are stressed: (a) he rate of
language acquisition, (b) the study of children’s grammar, and (c) the
study of the functions of language.

Review of Investigations

The investigations of the rate of l: nguage acquisition are the oldest
of the three domains of study. The timetables based on the rate investi-
gations have charted growth in children’s ability to comprehend the
speech of their elders, the uneven ways in which the children’s vocabu-
lary becomes expanded, and the increase in the mean length of verbal
utterances with age.

While describing the sequence and rate at which the young child’s
verbal production comes to resemble the speech of his elders, investiga-
tors have differed in their interpretations of disparities in learning rates
among groups of children. Some have ascribed these differences to hered-
ity; others, like McCarthy,? to differences in the amount and quality of
affectional bonds between children and their mothers; and more re-
cently, Hunt and Hebb, as well as Deutsch, have stressed the availability

1 Preparation of this report was partially supported by National Science Founda-
lion Grant GS-90.

3 References are found at the end of the paper.
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of cognitive stimulation in the child’s environment as a significant cause
of these group differences. Some of my own research findings to be re-
ported here highlight the roles of birth-order and social class as signifi-
cant antecedent conditions in the rate of language acquisition.

Currently the study of the acquisition of syntax is one of the live-
liest areas of language research. The studies of Brown, Slobin, Ervin,
Braine, and Menyuk have focused on the grammar of very young children.

The impact of Noam Chomsky on psycholinguistics has accounted in
part for the initiation of many of the studies of the acquisition of syntax.
The premise of an inherited grammatical competence, which becomes
slowly manifested in the verbal performance of the growing child, is
theoretically derived from Chomsky’s writings. Although it has long been
recognized that one of the excellent indices of language growth is the
length of children’s utterances, few of the older studies in this field have
also examined the qualitative changes in word combinations.

However, what is syntax® And how do we conceive of its develop-
ment and acquisition?

McNeill has defined syntax as a combinatorial skill; that is,
knowing English means, among other things, that we can form combina-
tions of sentence pattemns” (p. 3). McNeill has argued that young chil-
dren learn to combine words in relatively uniform ways because they
have a strong grasp of the basic underlying structure of language. Though
they do exhibit a number of errors in syntax during their early years,
these errors are related to the superficial structure of the language.

The third variable which some investigators have stressed in the
study of language acquisition is that of the functions of language in the
adaptive behavior of the young child. Many workers mention the fact
that language serves expressive, directive, cognitive, and other functions,
but often the mention is perfunctory. Indeed, the functional features of
language have been generally neglected by both theorists and researchers
in language behavior, with some notable exceptions. The socially and
culturally specific uses of language are discussed with persuasion by the
sociolinguists. The most comprehensive approach to language function
has been presented by Hymes in his ethnography of speaking. In addi-
tion, the researchers working with socially disadvantaged children have
voiced similar concerns. Bernstein’s oft-quoted distinctions between re-
stricted and elaborated codes are presented by him in the context of a
functional theory of language use. In a similar vein, the present author
(John, 1965b) has stated “that the crucial difference (between the lan-
guage of middle-class and lower-class children) . . . is not in the quality
of language, but in its use.”

[44
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Language Acquisition: An Extension of Theory

In this paper I wish to develop further the implications of a theoreti-
cal position which stresses language functions related to the manifold
problems of language acquisition.

The most rudimentary forms of language (phonemic, morphemic,
and syntactical forms) seem to appear in highly similar fashions in the
repertoires of young children. As both Lenneberg and Chomsky have
argued, this uniformity might be the result of “an innately mapped-in
program for behavior” (Chomsky, p. 53). However, enormous variations
in the range and adequacy of language forms appear in children’s verbal
repertoires soon after the rudimentary forms have been mastered. The
sharp divergences which have been noted (whether by Irwin, at the
age of 18 months, in phonemic production between middle-class and
lower-class children, or by McCarthy, between only-children and twins)
can be traced to certain antecedent envir~rmental conditions.

If children hear and use language i highly restricted learning con-
ditions caused by poverty, or by overly mechanized educational prac-
tices, then their subsequent language skills will reveal 2 slow rate of
acquisition as well as a limitation in the diversity of lanmuass man-fitbme "0 L i o
is, the poverty in functional diversity may be expressed by a limited
ability to verbally convey or control emotions, to plan play or activities
by means of words, or even in the child’s ability to engage in effective
interpersonal communication. Throughout this paper a dichotomy will be
made between quasi-automatic or overlearned language, on the one hand,
and newly elaborated or inventive language, on the other, with a stress
upon ways in which we can facilitate the development of this latter
capacity in growing children.

The Rate of Language Acquisition

Laymen and behavioral scientists alike frequently judge the intellec-
tual growth of young children by the quality of their verbal expression.
Although these judgments are easy to make informally, precise measure- :
ment of the quantity and quality of language growth in children is diffi: ;
cult to determine. !
There are a few traditionally established measures of the assessment
of verbal skills, such as performance on vocabulary measures and the
mean sentence length in children’s utterances (McCarthy, 1954). These
measures, however, are not broadly enough based to chart the early
language growth of the preschool child.
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Vocalization. Even young deaf children emit vocalizations, and these
cooing and babbling sounds of infants can be experimentally manipu-
lated. Social conditioning of vocalizations have been shown in infants
as young as three months (Rheingold, Gewirtz, and Ross). The phonetic
output of infants has been compared by a number of investigators, who
have found significant differences between orphanage-raise infants and
those living in their homes. In her exciting study of single mothering of
children living in an orphanage, Rheingold found a reliable increase in
vocalization among the experimental subjects. Though early vocalization
might well be an innately structured behavior, variations in the rate of
vocalization appear under environmental control.

One wonders about similar differences among somewhat older in-
fants. Howeves, research findings concerning the output of the 10- or
11-month-old are scarce. A phonetic shift is believed to occur in which
children drop sounds that are not part of their “mother tongue” while
producing, with increasing precision, those of their own language. Irwin,
in a study of speech stimulation, instructed working-class mothers to
read daily to their children, who ranged in age from 13 to 30 months.
A control group of children of the same age and social class membership
did not receive this kind of systematic verbal stimulation. Irwin found
that the phonemic output of the experimental group surpassed that of the
control group by the time the subjects reached 18 months of age.

These findings are of great interest in light of the basic argument set
forth earlier in this paper. Vocalization does seem to be emitted by all
infants, even those handicapped by lack of hearing. However, once a
basal level of sound production is reached, infants vary widely in their
range of vocalization. These variations can often be traced to environ-
mental conditions, either experimentally or socially produced.

Comprehension of speech. An often uttered generalization about lan-
guage acquisition is *hat comprehension precedes production. However,
there is a lack of techniques to assess comprehension in very young chil-
dren. The infant’s response to the word “no” and his enactment of “bye-
bye” are a nearly universal occurrence around his first birthday. This
decoding of the adult’s speech continues at accelerated rates between
the ages of one and two. But the behavioral indices of comprehension
employed in older children, such as the accurate enactment of a command
(“Put the cup on the table”) are hard to execute with very young children.

Among older preschool children, one of the standard measures of
comprehension is the picture-vocabulary test. In the Peabody Picture
Vocabulary Test, for example, the child is asked to choose out of four
pictures the one which corresponds to the label uttered by the experi-
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menter. Because there is no overt language reguired from the subject
(only a pointing response), such a test task is useful in estimating the
young child’s comprehension of picture-word relations.

The acquisition of productive language. Space does not permit a
careful, sequential description of the process of learning to speak. There
are a number of excellent summary articles available describing this de-
velopment (McCarthy, 1954; Ervin and Miller, 1963). However, in this
paper, emphasis will be placed upon interpreting the variations in the
rate of language acquisition, together with the description of some recent
research findings.

Language, a socially developed tool of communication and cognition,
is also a socially acquired skill. The human infant, if he is to acquire lan-
guage, needs the presence of a model; namely, another speaker. As de-
scribed above, the availability of adults surrounding the infant, even in
the first months of life, seems to affect the range of vocalization that in-
fants emit.

Importance of Adult-Child Relationship

It is the assumpticn underlying much of this writer's work that the
frequency, manner, and inclusiveness of the adult-child relationship dur-
ing the preschool years of the child’s life form the basis for the quality
of the child’s verbal behavior by the time he enters first grade. To gather
detailed evidence to substantiate this premise is extremely difficuit.
Ideally, careful longitudinal studies in the homes of young children are
needed to furnish us with the necessary information to document this
position. In lieu of this methodologically difficult research stratagem,
investigators have chosen a different approach. We have looked at scme
gross indices of parental availability to children during the early years of
life, such as the social class membership of the family, on the assumpzion
that families living in poverty cannot devote themselves as actively to
interpersonal communicatior. with their children as can those not simi-
larly disadvantaged.

Another index is the birth-order of the child. First-born and only-
children have been found to show greater proficiencies in verbal skills
than children of other birth-orders. Koch interpreted hes birth-order find-
ings as follows:

... If a child has his parents’ undivided attention for more than two years
before the sib arrives and at the time when he is making most rapid progress
in acquiring speech . . . he will be relatively more influenced by their verbal
and intellectual stimulation than one would be whose sib follows close on his

heels (p. 219).
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McCarthy, who pioneered many of the studies of language acquisi-
tion, postulated a gradient of verbal proficiency as a function of the
amount and kind of contact which the child experiences with his mother.

Two recently completed doctoral dissertations elucidate some of
the processes involved in mother-child interaction and language pro-
ficiency. Stodolsky examined maternal behavior and language and con-
ceptual skills of Negro preschool children, as part of the larger Hess and
Shipman research project. She found that, among a number of measures,
two clusters of maternal behaviors correlated highly with language per-
formance in children: (a) the quality of the mother’s language, and (b)
her teaching style (or more specifically the giving of affirmative feed-
back to her chi!d while he is solving a problem ). The richness of verbal
stimulation also cmerged as a significant variable in Cazden’s study (1965)
of language in young Negro children. She found that in the interaction
of tutors and young children, the modeling of well-formed sentences
contributed to language growth in the child.

Further evidence of the pertinence of parental availability can be
culled from the literature of social class differences and verbal skills.
When comparing Negro six-year-olds from three different social class
groups, Milner found that middle-class children whose parents spend
much ime in verbal interaction with them have, in their verbal per-
formance, a distinct advantage over lower-class children. The number of
studies which have shown significant relationships between social class
and language development (phL ~ology, vocabulary, and sentence struc-
ture) is considerable—Templin, Schulman and Havighurst, Deutsch and
Brown, and John (1965a). As Cazden expresses it, the findings can be
quickly summarized: on all the measures, in all the studies, the upper
socioeconomic status children, however defined, are more advanced than
the lower socioeconomic status children. However, in some studies, certain
nonverbal measures fail to reveal social class differences.

Role of Social Class and Birth-order
in Language Socialization *

The author has recently completed a study which attempted to
examine, within the scope of a single investigation, the effects of birth-
order, social class status, and comparisons between verbal and nonverbal
tests.

The subjects of this study were 90 Negro children attending the first
grade in New York City schools. They were selected to represent three

3 This investigation was supported by Grant GS-90 from the National Science
Foundation.
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social-class groupings (lower-lower, upper-lower, and middle-class), and
were balanced for sex and birth-order. The testing program was carried
out in four different schools; all subjects were drawn from the two top
academic groupings in their class. This particular selection device served
the purpose of choosing a relatively homogeneous group of children in
terms of academic standing, while assuring that they represented diver-
gent social-class and birth-order positions.

One of the first questions asked, in this study, was whether first-
grade children of various social-class backgrounds differed in verbal as
well as nonverbal subtests of a factorial intelligence test. In comparing
their performance on the scales of the SRA Primary Mental Abilities Test,
no social class or birth-order differences emerged on the perceptual sub-
tests, but significant social-class differences were obtained on the verbal
subtests.

These findings are in line with some earlier research, pinpointing the
specific dependence of verbal skills upon social conditions. But it is im-
portant to remember that all the subjects in this study came from the top
groupings of their class, and thus the numerous poor-achieving children
who suffer from perceptual dysfunction might not have been included.
Additional tasks of language proficiency revealed the same social class
differences. But in addition to social class differences, we have also found
birth-order differences on verbal performance.

Second-born children scored lower than first-born children on the
Peabody Picture Vocabulary Test. This difference in birth-order was
largest among middle-class children. And this finding bears out the origi-
nal prediction; namely, that first-born children will excel second-borns in
language tasks. This difference is expected to be smaller between lower-
class than middle-class children. This prediction concerning birth-order
differences in language mastery was related to the more general assump-
tion on the role of parental availability in the development of speech.
Parents living in poverty are likely to have limited resources for sustained
verbal interaction with their children, and thus respond quite uniformly
to all their children.

We have characterized the behavior of the middle-class mother
somewhat differently. She, too, is thought of as rather uniform in
the ways in which she speaks to her children; the richness or clarity
of her speech varies little when addressing her first-born or third-
born. But her availability as a close listener to her child’s speech, her
patience as an interpreter, and her enthusiastic reinforcement of every
new verbal effort are likely to be less limited, unless she has to share her
attention among several children. Parental availability might also be sig-
nificant in the development of different processes of language production.
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Overlearned and Elaborated Speech

Earlier in this presentation, the distinction was made between over-
learned or quasi-automatic speech and newly elaborated or inventive
speech.* Examples of overlearned speech are the oft-repeated exchanges
in elevators and the recitation of the pledge of allegiance. Newly elabo-
rated language requires an active cognitive process preceding or accom-
panying speech production. During the acquisition of language, certain
recurrent conditions, such as frequent exposure and repetition, are likely
to contribute to overlearned speech. But conditions providing for active
and sustained dialogue are necessary for the acyuisition of inventive
language. In an earlier paper (John, 1965a), the author has hypothesized
that all children have opportunities to acquire communicative skills, but
there are likely to be differences among children of different social milieux
in the acquisition of newly elaborated language.®

A specialized test of labeling behavior was developed by the author
a few years ago, aimed at testing two diffcrent processes in overt naming,
using the same set of stimuli. In this Verbal Identification Test, children
were first asked to enumerate what they saw on stimulus cards depicting
simple events or a group of objects; then, the pictures were shown again
and they were asked to give the most appropriate “title” for each picture;
that is, to integrate the various parts of the picture. The hypothesis that
lower-class and middle-class Negro children will differ little, if at all, in
their enumeration, but that class differences would emerge in the second
half of the task, or in integrating responses, was tested in a previous
research (John, 1963). These findings were replicated in the present
investigation.®

Within the theoretical structure here proposed, it might seem reason-
able that the enumeration responses elicited in the Verbal Identifica-
tion Test can be thought of as reflecting overlearned verbal responses.
We purgosefully chose pictures of rather common objects and events.
By contrast, the Gestalt or integrating responses of the second half of
this test can be likened to newly elaborated or inventive language, in
that the requirement to express in a single word or phrase a picture

4+ Others have proposed similar distinctions, among them Hughlin Jackson,
Frieda Goldman-Eisler, and Basil Bernstein.

5Space does not permit a detailed discussion of the relationship of social class
to language. The interested reader is referred to the Proceedings of the Fiftieth Anni-
versary Conference of the Bank Street College of Education, Perspectives on Learn-
ing, specifically to Basil Bernstein’s presentation and the ensuing discussion (volume
to be issued by the College, 1967).

°In 1963, we found in a more heterogeneous population that differences_in
Gestalt responses emerged among fifth-grade children; in this study, the same dif-
ferences were found in a younger and more homogeneous first-grade population.
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which has been previously described in detail, is a difficult, cognitively
demanding, and infrequently occurring task in the life of young children.
The Verbal Identification Test does not yield a direct measure of the
two piocesses of language, overlearned and newly elaborated, but the
test does afford an empirical approximation as reflected in the two parts
of the task.

In summary, it has been argued that the birth-order and social-class
differences obtained in this and other studies can be conceptualized as
related to environmentally determined conditions, in particular, to paren-
tal availability for verbal dialogue. The development of newly elab-
orated speech is most likely to be facilitated by the enriched and atten-
tive world of the middle-class, first-born child.

Use of Story-retelling Technique

The findings described above were obtained with tests which re-
quired as responses pointing, single words, or short phrases. Though of
significance in the referential behavior of young children, these responses
can be criticized as yielding unrepresentative samples of language, by
the stress upon isolated units as responses. In order to obtain more life-
like or representative language from young children, the author devel-
oped a techunique called “story-retelling.” This task utilizes a common
class of stimulus inputs, picture stories.

In the story-retelling session, a teacher or research assistant works
individually with the young child. The adult reader first tells the child
that when the story is over, he will be asked to retell it. The story is then
read aloud while the child follows, watching the pictures in the book.
Then the child retells the story, cued by the sequence of illustrations
from the story. A tape-recording of the child’s account is later transcribed
and analyzed. This part of the research consisted of 60 first-grade sub-
jects, grouped according to social class membership and birth-order
position.

Again the question was asked whether there are differences in the
quantity and quality of the retold stories as a function of the child’s
social class membership and birth-order. The findings of greatest rele-
vance to this position emerged from the following analysis. Two classes
of verbalizations were identified: first, stimulus-derived statements (items
from or closely related to the story, which were also clearly depicted
in the illustrations), and second, stimulus-inferred statements (items
which were not depicted in the story, but which were nevertheless neces-
sary to hold the story together). The analyses of the retold stories re-
vealed significant differences for social class in both of these analyses;

s
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namely, middle-class children excelled in their production of story-
related phrases. Interestingly, there were no such differences in the total
number of phrases produced by the children; that is, lower-class and
middle-class children were, on the whole, equally verbose, i..1 the former
were less accurate in their retellings. The stimulus-inferred analysis
yielded, in addition to social-class differences, a superiority of the first-
born subjects. This difference is largest among the middle-class children,
again substantiating the original predictions.

Summary Statement

In the beginning of this paper, the position was put forth that if
children hear and use language in restricted conditions of learning
caused by poverty, then their subsequent language skills will reveal a
relatively slower rate of acquisition and be characterized by limitations
in functional diversity. An attempt has been made to present a variety
of research findings which lend support to this statement. However, limi-
tations of psychological theory and methods, particularly as pertaining to
language functions, make a comprehensive effort in evaluating language
acquisition as yet premature.

References

M. D. S. Brainc. “The Ontogeny of English Phrase Structures: The First Phasc.”
Language 39: 1-13; 1963.

Roger W. Brown and U. Bellugi. “Three Processes in the Child’s Acquisition of
Syntax.” Harvard Educational Review 34: 133-51; 1964.

C. Cazden. “Environmental Existence to the Child’s Acquisition of Grammar.”
Unpublished doctoral dissertation. Cambridge, Massachusetts: Harvard University,
1965.

C. Cazden. “Some Implications of Research on Language Development for
Preschool Education.” Paper prepared for Social Science Research Council Confer-

ence on Preschool Education, February 7-9, 1966. Report drawn from work on Public
Health Service Research Grant MH7088 and Office of Education Grant OE 5-10-239.

C. Cazden. “Subcultural Differences in Child Language: An Interdisciplinary
Review.” Merrill-Palmer Quarterly 12(3): July 1966.

Noam Chomsky. Aspects of the Theory of Syntax. Cambridge: Massachusctts
Institute of Technology Press, 1965.

Martin Deutsch and Bert Brown. “The Relationship of Language Development
to Social Class and Intelligence: Interrelationships among Vorious Facets of Verbal
and Conceptual Behavior.” Report of research in progress. New York: Department of
Psychology, New York Medical College, 1965.

Susan M. Ervin. “Imitation and Structural Change in Children’s Language.”
In: New Directions in the Study of Language. E. H. Lenneberg, editor. Cambridge:
\Massachusetts Institute of Technology Press, 1964. pp. 163-90.




bl 2

48 THE NEW ELEMENTARY SCHOOL

Susan Ervin and W. R. Miller. “Language Development.” In: Child Psychology.
Sixty-second Yearbook of the National Society for the Study of Education, Part I.
H. W. Stevenson, editor. Chicago: Distributed by the University of Chicago Press,
19638. pp. 108-43.

Frieda Goldman-Eicler. ~tnscussion and further Comments.” In: New Direc-
tions in the Study of Language. E. H. Lenneberg, editor. Cambridge: Massachusetts
Institute of Technology Press, 1964. pp. 109-30.

Donald O. Hebb. The Organization of Behavior. New York: John Wiley & Sons,
Inc., 1949

Joseph M. Hunt. Iatelligence and Experience. New York: The Ronald Press
Company, Inc., 1961.

D. H. Hymes. “Functions of Speech: An Evolutionary Approach.” In: Anthro-
pology and Education. F. C. Amber, editor. Philadelphia: University of Pennsylvania
Press, 1961. pp. 55-83.

O. Irwin. “Infant Speech: Effect of Systematic Reading of Stories.” Journal
of Speech and Hearing Research 8: 187-90; 1960.

Vera P. John (a). “Rescarch Related to Language Develormeni in Disadvan-
taged Children.” IRCD Bulletin 1 (5); November 1965.

Vera P. John (b). “A Brief Survey of Research on Characteristics of Children
from Low-income Backgrounds.” Urban Education 1 (4); 1965.

Vera P. John. “The Intellectual Developmnent of Slum Children.” American
Journal of Orthopsychiatry 33: 813-22; 1963.

Vera P. John. “The Social Context of Language Acquisition.” Merrill-Palmer
Quarterly 10: 265-75; 1964.

Helen Koch. “The Relation of Primary Mental Abilities in Five- and Six-Year.
Olds to Sex of Children and Characteristics of His Siblings.” Child Development 25:
209-23; September 1954.

E. H. Lenneberg, editcr. New Directions in the Study of Language. Cambridge:
Massachusetts Institute of Technology Press, 1964; also contributor of “A Biological
Perspective of Language.” pp. 53-60.

Dorothy McCarthy. “Language Development in Children.” In: Manual of Child
Psychology. L. Carmichael, editor. New York: John Wiley & Sons, Inc., 1946; 1954;
(1946, pp. 476-581; 1954. pp. 492-630).

D. McNeill. “Developmental Psycholinguistics.” Paper presented at Conference
sponsored by National Institute of Child Health and Human Development, on Lan-
guage Development in Children, at Old Point Comfort, Virginia, April 1965.

Paula Menyuk. “Syntactic Rules Used by Children from Preschool Through Fixst
Grade.” Child Development 35: 533-46; June 1964.

Esther Milner. “A Study of the Relationships Between Grade One School Chil-
dren and Patterns of Parent-Child Interaction.” Child Development 92: 95-112; 1951.

Harriet L. Rheingold and Nancy Bayley. “The Later Effects of an Experimental
Modification of Mothering.” Child Development 30: 363-72; September 1959.

Harriet L. Rheingold, J. L. Gewirtz, and Helen W. Ross. “Social Conditioning
of Vocalizations in the Infant.” In: Research Readings in Child Psychology. D. S.
Palermo and L. P. Lipsitt, editors. New York: Holt, Rinchart and Winston, Inc., 1963.
pp. 237-44.

Mary J. Shulman and Robert J. Havighurst. “Relations Between Ability and




CHILDREN AND LANGUAGE ACQUISITION 49

Social Status in a Midwestern Community: IV. Size of Vocabulary.” Journal of Educa-
tional Psychology 38: 437-42; November 1947.

D. L Slobin. “Grammatical Transformations and Sentence Comprehension in
Childhood and Adulthood.” Journal of Verbal Learning and Verbal Behavior 5:
919-27; June 1966.

Susan Stodolsky. “Maternal Behavior and Concept Formation iu Negro Pre-
school Children: An Inquiry into Process.” Unpublished doctoral dissertation. Chi-
cago: University of Chicago, 1965.

Mildred C. Templin. Certain Language Skills in Children. Minneapolis: - river-
sity of Minnesota Press, 1957.




PART II

New Approaches to
Organization and Statiing




New Organizational Patterns for
the Middle School Years

Wiriam M. ALEXANDER

IT IS difficult if not well-nigh impossible to find an organiza-
tional pattern in education that is really “new.” For example, an “un-
graded” school of a kind existed in our nation long before the graded
school we would now replace with various types of deviations between
gradedness and ungradedness. In fact, a publication of 90 years ago
(1877) gave definitions of graded and ungraded schools which are
sharper, and even more descriptive of current nongraded efforts, than
some present definitions:

Graded schools are usually defined as schools in which the pupils are
classified according to their progress in scholarship as compared with a course
of study divided into grades, pupils of the same or a similar degree of pro-
ficiency being placed in the same class. An ungraded school, on the other hand,
is one in which the pupils are taught individually, each one being advanced
as far, and as fast, as circumstances permit, without regard to the progress of
other pupils.?

Once the idea of graded schools was accepted about a century
ago and with it eventually the notion of a schiool ladder connecting ele-
mentary, secondary, and higher education, the controversy began as to
what grades belonged where. An eight-grade elementary school topped
by a four-year high school became the most frequent organization, but
not the only one. Nor was it to remain the most popular. Before the
graded system was a half-century old in the United States and just as the

*Henry Kiddle and Alexander J. Schan, editors. The Cyclopedia of Education:
A Dictionary of Information for the Use of Teachers, School Officers, Parents, and
Others. New York: E. Steiger, 1877. pp. 375-77. As cited in Maurie Hillson, editor.

Change and Innovation in Elementary School Organization: Selected Readings. New
York: Holt, Rhinehart & Winston, Inc., 1965. p. 2.
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8-4 plan was becoming well-established, many criticisms of this ladder
arrangement were reported. Even before the turn of the century two
nationa! committces, the Committece of Ten and the Committee of Fif-
teen, concerned with secondary and elementary education respectively,
had proposed the introduction 0. more advanced work in grades 7 and 8.

Further reports and debates on the 8-4 plan in the early decades of
this century were accompanied by the introduction of the junior high
school. First established in 1910, this new school became a sufficiently
popular part of the school ladder to bring about a reversal of the organi-
zational pattern between 1920 and 1960. In the former year, the 8-4 plan
seemed firmly entrenched, with over 83 percent of the total enrollment
of the public secondary schools found in the four-year high schools and
only 1.9 percent in separate junior high schools. But in 1960 the four-year
high school enrolled only 18 percent of the total enrollment and the re-
organized schools 82 percent, including 25 percent in the separate junior
high schools. Thus these 40 years marked the move to a six-grade ele-
mentary schoel and a 6-3-3 school ladder.

The figures tell only part of the story of the changing school ladder.
For example, the junior high school has not been universally a three-
year school embracing grades 7, 8, and 9. Frequently it has been a two-
year school for grades 7 and 8, and sometimes it has been for three years
but beginning with grade 6. Even the term “junior high school” has not
been uniform, some communities calling their school in the niddle an
“intermediate” and more recently a “middle” school. There have also been
such variants as 6-4-4 and 7-5 and 7-2-3 ladders. Furthermore, the ele-
mentary school has added both a kindergarten and a nursery school at
the bottom of the school ladder.

Today once again there is increasing exploration of different arrange-
ments of the rungs of the school ladder. Widespread groupings for un-
graded organization would, in effect, give each individual his own system
of rungs. And there is extensive movement of the rungs in the middle to
create a somewhat different organization of the middle school years.
Before examining this movement, it may be profitable to attempt certain
generalizations based on the experience of the past century with the
changing school ladder: (u) no particular arrangement of rungs and
levels has so far become universal, and one wonders if one will or should;
(b) the most numerous varieties of grade combinations and locations in
relation to other levels have existed in the middle of the ladder, suggest-
ing greatest uncertainty at this level; and (c) local considerations rela-
tive to population trends and building facilities may have had more to do
with the ladder plan used than any theorics of proper school organiza-
tion.

.
I
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The Current Middle Szhoo! Movement

There is no comprehensive survey of current school organizations
bridging elementary and high schools to tell us just how many school
districts have already adopted some reorganized pattern or how many are
considering doing so. Several bits of partial data incline one o think
that the number is considerable, erough to suggest the earmarks of a
“movement.” In fact, over a year ago, Paul Woodring stated that the
6-3-3 plan appeared to be “on its way out” and sounded an encouraging
note for the possible success of the intermediate or middle school as an
institution that might “contribute greatly to the improvement of educa-
tional quality.”? Although one doubts whether some 6,500 junior high
schools in the United States will very readily or rapidly give way to new-
type middle schools, it does seem likely that many of them will be re-
organized in connection with their feeder elementary schools into schools
that will be more than vestibules to the senior high schools, becoming
truly transitional or bridging middle schools.

Such surveys of interest in the middle school as have been made do
indicate a relatively small number of schools involved but a very con-
siderable interest in exploring the new “way of organizing. In 1963-64, a
survey by the Educational Research Service found that, of 443 school
systems reporting, only 20 followed a pattern of grade organization com-
bining one or more of the elementary grades below grade 7 with one or
more grades usually assigned to the junior high school.* A 1965 bulletin
of the Educational Facilities Laboratories described several middle
schools and suggested that the “new middle school . . . is a lively pos-
sibility for school systems whose logistics permit such a solution.” ¢ Its
1966 publication on The Schoolhouse in the City reviews the “emergence
of the ‘middle school’ as a replacement for the junior high school” and
states that it is “emerging as more than a new organization.” *

In: his survey of junior high schools in the northeastern United States,
Zdanowicz ® identified as middle schools 24 having grades 6-8 and 18,

*Paul Woodring. “The New Intermediate School.” Saturday Review 48: 77-78;
October 16, 1965.

* American Association of School Administrators and Research Division, National
Education Association. “Middle Schools.” Educational Research Service Circular No.
3; May 1965.

*Judith Murphy. Middle Schools. New York: Educational Facilities Labora-
tories, 1965. p. 6.

5 The Schoolhouse in the City, 1966. New York: Educational Facilities Labora-
tories, 1966. pp. 9-10.

" Paul John Zdanowicz. “A Study of the Changes That Have Taken Place in the
Tunior High Schools of Northeastern United States During the Last Decade and the
Reasons for Some of the Changes.” Unpublished doctoral dissertation. Philadelphia:
Temple University, 1965.
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grades 53-8, noting that 32 of these were either newly organized or had
changed their grade organization from 1954 to 1963. Curtis reported a
survey in New York State reflecting the growth of middle schools there
and indicating the generally favorable attitudes of their administrators
toward this development.” Brod reported in 1966 a survey of state de-
partments of education and local districts showing that ¢~ of the S0
states had one or more middle schools in operation and that the number
of these schools was growing.®

We may conclude, I believe, that there is a movement toward a
4-4-4 and 5-3-4 ladder development in various large school systems and
that scattered throughout the country there are many individual school
districts and schools wvhose personnel are trying very seriously to find a
better educational organization than the now traditional 6-3-3 one. Their
reasons vary and are now revicwed.

Why a Middle School?

The arguments for a middle school organization as contrasted with
the 6-3-3 one seem to fall into two categories. One set of arguments has
very little to do with the program of the school, however valid and signifi-
cant the individual arguments may be. The other set does relate to the
program and therefore will get most attention here.

As to the first category, the chief argument has been related to efforts
to relieve segregation. Certainly, this has heen the most publicized argu-
ment, especially following a 1964 presentation of recommendations for
the New York City Schools by an advisory committee headed by Presi-
dent John Fischer of Teachers College, Columbia University. Contro-
versial as the situation has been in New York City, there and in certain
other large eastern cities the middie school developm:nt seems to have
originated as a solution to this problem. The situation is described as
follows in the 1966 report of Educational Facilities Laboratories:

.. . in the cities, the real force behind the emergence of the middle schools
is the drive to eliminate de facto segregation. The 4-4-4 or 5-3-4 schooi organi-
zation, premised on the middle school, offers itself to embattled school adminis-
trators as a hopeful compromise between arguments for the neighborhood
school and arguments for total school integration involving abandonment of
the ne‘ghborhood school. Under these patterns, the largely segregated neighbor-
liood school remains, but only for the voungest children. They would move on
to middle schools, serving a larger and potentially more racially balanced area,

“T. E. Curtis. “Administrators View the Middle School.” High Points 48: 30-

35; March 1966.

3 Pearl Brod. “Middle School: Trends Toward Adoption.” Clearing House 40:
331-33; February 1966.
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a year or two sooner than under the old organization. And they would move
up to the high school, characteristically the best-integrated part of the system,
a year earlier.?

This report notes further that: “In every case, however, the educa-
tors and planners stress that the middle school is more than a tool to
foster integration. Reorganization, they argue, will accomplish little if it
is not tied to an improved educational program. .. .”°

The middle school is also being viewed in some communities, as was
the junior high school in the 1920’s, as a way of solving population and
building problems. That is, it may be possible in a particular situation
to relieve an overcrowded elementary and junior high situation by mov-
ing a grade of each up, perhaps adding a few classrooms to the junior or
senior high. Or a new building for a middle school, combined with rcom
in the high school for the ninth grade, may delay or make unnecessary
building both an elementary and a junior high. Such plans may also be
combined with efforts to reorganize and improve the program.

Undoubtedly the middle school will attract some attention of a band-
wagon variety, if this is not already happening. Indeed, it appears that
a few school systems are trying to decide whether to reorganize their
own schools by studying what other’schools are doing rather than by
analyzing their own problems.

But the most promising aspect of the middle school movement lies

education through this approach. Even if some other factor may have
provided the impetus, the possibility of new kinds of program develop-
ment in the middle school can become central. Where the focus is on
program improvement, one or more of three closely related reasons for
the middle school usually justifies the reorganization: (a) to develop a
program of education that has greater continuity; (b) to organize a
school program in relation to levels of human development; or (c) to
utilize the challenge and opportunity of a new school organization to
introduce various educational changes.

Clearly the 6-3-3 ladder has tended to he disjointed, especially at the
gap between the elementary and junior high rungs. To move from grade
6 in June to grade 7 in September has frequently meant a very sharp
break, with relatively little program planning to make it just a normal
movement from one year of schooling to the next. Many criticisms of the
junior high school for its imitation of senior high school program and
organization suggest that there is too little change in the secondary school
rungs of the ladder. Thvs, a pattem of instruction and social organization

® The Schoolhouse in the City, 1966, op. cit., p. 10.

© Ibid.
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developed for the adolescent is said to be foisted too soon on the preadc-
lescent or early adolescent. To pose the problem another way, both the
elementary and the secondary school program, aided and abetted by pro-
grams of teacher education for these separate levels, bave tended to be-
come somewhat uniforr:. within themselves and very differ-at from each
other. As a result there is relatively little change of organizational pat-
terns within the six or so years of each, but great differences between the
13017

A mere change in the grades included in each of three levels will
not bring greater continuity into the program. But joint planning by
faculties of existing elementary and junior high schools for the reorgani-
zation of their programs into an elementary-middle school pattern and by
those of existing junior and senior high schools for the new middle-high
school arrangement could at least initially make for better articulation and
continuity. Reviews of existing programs in reference to closer articula-
tion of levels and better continuity of the total program can help even
if 2 new structure is not effected. In fact, the chief need in achieving
continuity may be to eliminate major bairiers between existing levels
rather than to create new levels and barriers. Today’s interest in individual
progress and ungraded schools suggests the desirability of as unbrol. *n a
sequence of school experiences as possible.

An educational program that has good continuity from year to year
is not one that is unchanging in scope and organization. As the learner
moves from child to adult, he should encounter school organizational
patterns planned for succeeding levels of human development. The
present elementary school has been planned for childhood and the high
school for adolescence. It is the in-between-ager, middle school advocates
believe, who is served well by neither. Although originally intended to be
a transitional schocl, the junior high school has tended to be a high school
with a program and organization more suitable for the fully adolescent
youth than for the older child or preadolescent. But the typical elemen-
tary school program lacks sufficient variety and challenge for the child
approaching adolescence, which comes perhaps a yeas earlier on the aver-
age than when the junior high school was established. Neither the junior
high school nor the elementary school provides adequaiely for the wide
range of individual diffecences to be found in the in-between popuiation,
that is, the population of 10- to 14-year-olds.

There is a difference of opinion among those setting up new middle
schools as to whether these should be a three-year unit for pupils usually
classified as grades 6-8 or a four-year unit for grades 5-8. Some junior
high schools have long had the former population, of course, but even in
communities seeking a truly different program from that of the junior
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high school, there is much concern as to whether 10-year-olds and even
11-year-olds should be taken out of the elementary schools. The preva-
icnt argument for doing so is well-illustrated in the following statements
in a letter from a school superintendent:

I think the forgotten youngsters in today’s educational planning are the
ten- and eleven-year-olds—or expressed in grade equivalents, the fifth- and
sixth-gradérs. . . . The tens and elevens suffer from two extremes. On the one
hand they are smothered by love from well meaning primary-oriented teachers,
and on the other they are clubbed by perhaps not-so-well meaning administra-
tors who see preparation for high school, graduation, and admission to college
as the summum bonum of the educational enterprise. Tens and elevens should
neither be smothered by today’s typical elementary teacher nor educationally
browbeaten by the college prep race that now and again pops up in our elemen-
tary and junior high planning. . . . An instructional program for tens and
elevens should capitalize upon the highly developed inquisitiveness which these
children possess. They are indeed still children, but they are now literate
children whose interests and desires to know range far beyond the borough hall
and the municipal zoo. . . . For those youngsters who reach ten or eleven or
twelve and still have learning disabilities, the middle school should sharply
focus a battery of specialized educational personnel and tools on the problem.

In some school districts planning new middle school organizations,
the school leaders are simply capitalizing upon the advantage a new in-
stitution offers for making changes. It is easier, they believe, to experi-
ment with innovations in instructional organization, curriculum content,
and staff utilization in a new school bound to tradition by neither its
grade label, its former practices, nor its former personnel. Although even
the new middle school may include grades previously housed in other
units and be expected to engage in some practices and employ some
personnel of other units, the new unit is not specifically a replacement
of any one unit and can carve out its own operation. Furthermore, the
availability of new facilities will make it easier to introduce innovative
practices, and the appeal of these facilities will attract personnel com-
petent to do so. This argument is both practical and persuasive, and one
is inclined to think that the new buildings may have an edge in establich-
ing really different programs.

This discussion of the changing school ladder has been presented to
explain one significant new organizational pattern of an external nature
affecting the elementary school. The discussion also provides a context
in which to review a variety of internal organizational arrangements that
may be applicable to existing elementary schools as well as to the re-
organized middle schools. These arrangements are now described 1n rela-
tion to three phases of organization: (a) planning programs for individual
stddents, (b) instructional organization, and (c) staff utilization.
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Planning Programs for Individual Students

The program of the middle school may not be better focused on in-
dividual students than that of other levels, but one can make a case that
it should be. It is in these middle school years that individual differences,
especially those of a physical nature, seem most pronounced. It is also
here that pressures toward uniformity in education tend to separate
those who enjoy schooling and learning from those who do not. Conse-
quently various practices designed to provide focus on the needs, prob-
lems and motivations of the individual student are receiving priority in
many plans for the middle school.

A frst consideration in some middle schools is the system of vertical
progress through the school. To the extent that the range of differences
among the same age group is an argument for nongradedness—and it is
the main argument—there is much wnore reason for nongradedness in the
middle school years than in the primary ones. Not only do differences
of intelligence and achievement become wider as children move up the
school ladder, but so do differences in such obvious matters as size,
physical development, emotional maturity, and growth of independence.
And the advent of puberty comes in the middle school years to sharply
accentuate differences among individuals, with a few girls becoming
pubescent in grade 5 and a few girls and more boys not reaching this
stage until several years later. Yet by age 15, about 85 percent of the
population has become pubescent, and a relative degree of homogeneity
on traits related to this factor is evident as adolescents enter grade 9.

Middle school pupils are still being classified by grade level, by and
large, but their programs may be planned individually so as to eliminate
most strictures of the graded system. A pupil may belong to a homeroom
group of his grade classification but may be associated in varied instruc-
tional groups with pupils from other grade classifications. Furthermore,
he can be moved from group to group as his teachers see fit. He will also
spend some of his time workiug in special centers as his needs and in-
terests dictate. For example, a pupil may be working in a language de-
velopment laboratory, a home arts laboratory, and a school store in addi-
tion to participating in the basic studies program. His time may need to
be scheduled differently from one day to the next for these purposes.
Thus, he cannot possibly be a constant member of some conventionally
graded class, which rewains together ail day and year, or even of a series
of departmentalized classes meeting daily on a fixed schedule.

Other arrangements of an ungraded nature are also possible in the
middle school. If the school ins contiguous to an elementary and/or a
high school, a pupil might easily spend some of his time as need arose
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with a teacher or learning group of the lower or higher school. A modular
type of schedule may facilitate differentiation as to the amount of time
different learners spend in various situations, although such variations can
be arranged within almost ary scheduling plan. Early maturing adoles-
cents may frequently be moved into the high school earlier, and children
who would really profit from additional time in the middle school may
have the opportunity to remain there longer.

The curriculum plan itself of the middle school can provide a focus
ou the individual. One model being studied by several middle school
planning groups suggests a three-way categorization of curriculum op-
portunities: learning skills, general studies, and personal development.
In addition to many possible provisions for individual learning oppor-
tunities in the first twe categories, especially the first, each pupii can have
sn individualized program in personal development. This phase includes
a health and physical education program geared to the 10- to 14-year-old
and individually planned and selected learning opportunities in such
areas as foreign languages, typing, music, art, dramatics, and the prac-
tical arts. It also includes opportunities to participate in student-managed
school enterprises, community work projects, and independent studies in
various areas. Individual personal counseling is facilitated by a homeroom
arrangement in which the homeroom teacher serves as the basic coun-
selor, perhaps staying with the same group more than one year, and also
spends much time with his group in instructional situations.

Independent study, as largely self-directed learning activity, has
been conspicuously lacking in the middle school years. Yet it is in these
years that the opportunity to work independently may be especially novel
and challenging and be used to build interests and skills for continued
learning when more opportunities may be expected. The middle school
student may be guided into independent study as an outgrowth of any
curriculum area, and some middle schools are seeking to provide inde-
pendent study time and facilities throughout the middle school years.
For example, some instruction in basic skills may be programnmed and
largely self-taught; laboratory or independent study periods may be pro-
vided for most or even all students in one or mor, of the general studies
areas of language arts, mathematics, science, and social studies; and a
considerable portion of the personal development program can be han-
dled by individualized instruction, including independent study.

One school, then encompassing grades 6-8 and subsequently adding
grade 5, developed a “Learning Laboratory” to facilitate independent

1 Gee: William M. Alexander and Emmett L. Williams. “Schools for the Middle
School Years.” Educational Leadership 23 (3): 217-23; December 1965.
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study. Described as “a concept, not a space” but centered in a large
room especially designed and equipped for this purpose, the laboratory
was reported as serving the following specific objectives:

1. Provide space and materials for children working on a remedial pro-
gram

9. Set up special educational programs

3. Set up seminar situations directed by authorities in the necessary fields

4. Provide an environment for highly-motivated children who have little
direction

5. Provide students, seemingly without a high degree of motivation, an
opportunity to explore possible areas of interest

6. Provide a small group of teachers with the opportunity to plan a teach-
ing experience wherein, for example, three teachers—one math, one science,
and one social studies teacher—will work with a selected group of children

7. Provide children of strong intellect, but not necessarily strong perform-
ance records, a chance to pursue their interests

8. Provide teachers with the opportunity to group an entire class in such
a fashion that each child is assigned to a program that will enable him to work
in the area most conducive to learning

9. Provide the reading teacher and French teacher with facilities to carry
on individual programs for certain children capable of independent study

10. Provide services to students and teachers in the form of audio-visual
equipment, directions from a resource technician, work space, guidance from
authorities in various fields, clerical assistance from volunteer mothers, and the
use of the library of filmstrips and programmed materials.*?

Such learning laboratories or learning resource centers, spacious,
well-equipped, and well-staffed, offer exceptional opportunities for inde-
pendent study, indeed for individualized instruction in general. These
centers are being planned for new middle schools, and perhaps should
and will become central in all school planning.

Instructional Groupings

Most types of instructional groupings used in elementary and junior
high schools are also to be found in the various middle schools now in
operation. Frequently the organization of the lower-grade groups and
that of the upper ones resembles the self-contained and departmentalized
patterns of the elementary and junior high schools, respectively. Some
so-called middle schools have not broken away from the very practices

1 Design for Learning: Learning Laboratory. Winnetka, Illinois: Skokie Junior
High School, May 1964. pp. 5-9.
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which characterized the schools they were to replace in part and to im-
prove upon. In other situations, a block-of-time pattern is followed, with
the amount of time spent with the one teacher or even a teaching team
decreased as the pupils move through the middle school. More or less
standard-size classes of 25 to 30 may be used in the basic subjects, with
various types of regrouping and subgroupings used for special areas and
particular purposes.

As yet no pattern of grouping unique to the middle school is known
to be in full operation, but one we developed in a seminar at the Univer-
sity of Florida is being studied and apparently adapted if not adopted in
a number of school systems. The major aspects of this pattern are sum-
marized in the following sections.

Homeroom unit. Each pupil is a member of a homeroom group of
about 25 pupils who are in the same year in school but are heterogene-
ously grouped on other criteria. A pupil may receive a portion of his
general studies instruction with the homeroom group and be scheduled
with other groups in a particular phase of work in which his progress
is markedly different from the homeroom group. The amount of time
spent with the homeroom unit varies with individual students and typi-
cally decreases as a pupil moves from the first through later years in the
school.

Class unit. A class unit combines four homeroom units and their
teachers for cooperative planning and instruction in the general studies
area. The pupils in the class unit, too, are in the same year in school but
are otherwise heterogeneously grouped. Four homeroom teachers, each
representing a special competence in one of the general studies areas of
language arts, social studies, science, or mathematics, meet regularly to
plan the instruction for the 100 pupils in the class unit. The team may
arrange for some of the instruction to be in a large group, including all
of the 100 students, and some of the work to be in small groups for dis-
cussion or instruction in basic skills.

Vertical unit. The vertical unit, consisting of four classes, one from
each year of the school, provides a “school within a school” in middle
schools having 800 or perhaps even 1,200 pupils. Each year-level of the
school is represented in the vertical unit so that younger students have
opportunities to work and play with and learn from slightly more mature
students. Similarly, the older students have opportunity to provide leader-
ship in student activities within the vertical unit and in activities shared
by vertical units.

Special learning centers. Special learning centers to serve exploratory
interests and special needs include the library and other learning resource

L
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centers, reading laboratory, writing and typing laboratory, home arts
laboratory, foreign language laboratory, arts and hobby center, music
room, and the physical education-recreation center. Pupils are scheduled
for work in these centers on an individual basis for both short-term and
long-term instruction in the personal development and learning skills
portions of the curriculum.

Another aspect of grouping has to do with the varieties of learning
situations organized by the teaching teams and individual teachers. The
indication is that some newer school organizations will make relatively
rare use of the conventional class of 25 to 30 pupils. The following types
of instructional arrangements are considered more promising, perhaps for
all levels:

1. Large group instruction (from 15 to 400, but typically in the
middle school organized as suggested above for 1, 2, 3, or 4 homerooms
—25, 50, 75, or 100 pupils)

9. Seminar groups for discussion, sharing of reports, etc. (8 to 15)

3. Laboratory groups and task forces (3 to 8)

4. Tutorial instruction (teacher to learner or learner to learner)

5. Independent study.

In recommending this pattern of instructional organization as a model
for future development in an expanding Maryland school system, Robert
Anderson and the author made this comment about the related problem
of instructional schedules:

We see no reason why regular schedules need to be followed faithfully
in any of the schools, or why it is necessary for all pupils to spend the same
number of minutes each week in class instruction in the various contents, or
indced why every subject should be taught every day. Granted that guidelines
are needed to ensure that each subject receives its fair share of attention
through the year, it seems clear that many American schools, especially at the
secondary level, have long been crippled by slavish adherence to requirements
of time allocation and class schedules. All too often the program has been dic-
tated not by the actual needs and interests of pupils but by the way the school
clock has been divided.?®

Staffing Patterns

Again, as with instructional groupings, most staffing patterns to be
found in elementary and junior high schools are also to be found in the
= William M. Alexander and Robert H. Anderson. Toward 1975: A Guide to

Schools for 1966-75 in Howard County, Maryland. Clarksville, Maryland: Board of
Education of Howard County, June 1, 1966. p. 8.
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existing middle schools: self-contained classroom arrangements; selt-
contained classrooms with special teachers; block-of-time for language
arts and social studies and for science and mathematics, with other sub-
jects taught on a teacher-per-subject basis; departmentalization in some
or all grades; and various patterns of team teaching. One use of two
patterns of team teaching in the same middle school is reported from the
Barrington, Illinois, Middle School:

Sixth grade. Three comprehensive teams, with 3 to 4 teachers each, in-
struct the sixth-grade children. Every teacher is qualified to instruct in all cur-
riculum areas, yet each teacher can use his specialized knowledge in major
curriculum areas. This means teachers can capitalize on their special talents,
can assume the lead in planning learning experiences, and take the major teach-
ing responsibilities in special curriculum areas.

Seventh and eighth grades. The teaching teams for these grades are or-
ganized so that each team covers one curriculum area; these areas are language
arts, science, social studies, mathematics, music, and physical education. Leader-
ship of these teams evolves and may shift according to planning and working
needs and the special abilities of each teacher. For example, four teachers in-
struct English, each specializing in one area, such as poetry or grammar.14

A particular staffing pattern was planned for the instructional organi-
zation developed at the University of Florida and described in the pre-
ceding section. We provided for two groupings of teachers, the teaching
teams in the general studies and the special teachers who would staff the
special learning centers. Each teaching team member would have a very
challenging multi-dimensional assignment, serving as counselor for his
homeroom students, as a general classroom teacher—perhaps instructing
at times in any and all of the general studies areas, and as a specialist
in one of these areas. These functions are similar to those of the Barring-
ton sixth-grade team.

In addition to these functions as individual teachers, each teacher has
responsibilities as a member of the team. The team functions as a cur-
riculum-planning committee and as a teaching team. Following the gen-
eral curriculum plan jt develops or adapts, the team devises the specific
learning opportunities for particular groups of pupils, decides who is re-
sponsible for different areas of instruction and how to share these respon-
sibilities, procures the materials to be used, and selects and directs the
evaluative procedures.

Teachers responsible for special centers also proceed somewhat dif-
ferently from teachers operating in the conventional class arrangement.
They teach individuals and groups, when group organization is feasible,

Y Barrington Middle School: A Report. Barrington, Illinois: Barrington Public
Schools, 1966. p. 7.
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for varying periods of time. Much of their work is devoted to guiding
individual learning and independent study. The schedule from day to
day is highly flexible, with individuals and groups working in the center
at the same time but on different projects and programs. It seems highly
desirable that these centers be open at hcurs beyond the regular school
schedule.

| Such a program and staffing pattern requires new patterns of prepara-
‘ tion and extensive supporting personnel. As to the latter, the new middle
schools are generally planning to make maximum use of teacher aides and
other paraprofessional helpers. A curriculum coordinator will be needed
for each middle school, perhaps one for each vertical unit within larger
schools, to provide general leadership in curriculum planning and evalua-
tion and in staff development. Specialists in guidance, research, and other
services are also sought.

Programs for the preservice education of junior high school teachers
have been generally lacking or inadequate, and now no prototypes for
middle school teacher education programs can be identified. At the Uni-
versity of Florida, in our NDEA-supported institute for retraining teach-
ers with elementary and secondary school preparation to work in middle
schools, we have operated on the basis of certain assumptions which might %
become guidelines in developing preservice programs. These assump-
tions are:

1. The middle school teacher needs more specialization in a teach-
ing field than has been provided in typical programs of elementary
teacher education, and somewhat greater breadth than provided in many
programs of preparation for secondary school teaching.

2. The program should include considerable work in human growth
and development, with some concentration on the levels of later child-
hood, preadolescence, and early adolescence.

3. The teacher should have much opportunity to observe and par-
ticipate in team operations of as wide variety as possible, including ex-
perience as an associate in a team teaching situation in a middle school
organization.

4. Resource units and other types of curriculum plans should be
developed with reference to actual situations to provide practice in cur-
riculum planning.

Implications for Earlier School Years

The first implication for the elementary school to be drawn from the
middle schoo! movement is the likelihood that elementary school per-




66 THE NEW ELEMENTARY SCHOOL

sonnel in many communities may have to decide whether to favor or op-
pose such a reorganization. My personal opinion is that there are as yet
too few data to substantiate the advantages of one type of organization
over the other. Long-term research is needed to establish comparative
data on whether any particular arrangement of the rungs of the school
ladder is best.

Meanwhile, Iccal considerations as to advantages to be obtained by
reorganization in comparison with those of the present organization will
have to be relied upon in determining what stand to take. Probably the
critical points to be considered are the types of facilities and programs
needed and available under the alternatives considered. And even if the
middle school organization itself is rejected, some of its features can be
attempted in the regular elementary school.

Several other implications that may be derived from this ieview of
theories and practices of middle school organization are suggested in
summary fashion in the following paragraphs.

Nongradedness and individualized instruction. Already there is con-
siderably more nongradedness and individualized instruction in the ele-
mentary school than in the junior high. Indeed, one reason for converting
the junior high to a middle school is to provide these characteristics of
the “new” school in the latter. As this happens, it should be easier to
provide them more thoroughly in the earlier school years.

One doubts if any one model of nongradedness will or should sur-
vive. Perhaps the really significant idea is that of an ungraded curriculum
coupled with considerable individualized instruction, a quite different
approach from that of a graded curriculum through which pupils proceed
at different rates.** As the former approach is adopted, the school ladder
becomes basically a matter of continuous schooling rather than a series
of steps to be taken, and the relationships between levels very close and
elastic.

Continuity and articulation. A philosophy of continuous progress for
each learner cannot be achieved in school units as self-contained and dis-
crete as are many of our elementary and secondary schools today. A
reorganized school system which provides one program of education but
includes three levels corresponding to childhood, the in-between years,
and adolescence must facilitate planning between these levels and en-
courage the ready movement of individual learners and staf members
from one level to another. Personnel may need to be shared vertically
rather than horizontally. Indeed, continuity and articulation in education

* For an excellent comparison of these two approaches, see: Bernjce J. Wolfson.
“Individualizing Instruction.” NEA Journal 55: 31-33; November 1968,
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may be helped by deliberate effort to share staff members and even to
have 1 snchers at times follow their children fro.i: one level to another.

Cooperative teaching. Various types of team or cooperative teaching
seem likely to become common at all levels of education. Their use in the
middle school may give encouragement to related efforts in the earlier
school years. Probably the team responsible for planning, teaching, and
evaluating the program of the early school years should consist of gen-
eralists plus a limited number of personnel working in such specialized
aspects of the personal development program as health and physical edu-
cation and family counseling. The classroom teachers may well be orga-
nized further for team planning and teaching of the learning skills and
knowledge components of the curriculum. It is assumed, however, that
each learner will work closely with one teacher in particular, regardless
of how specific teaching responsibilities may be shared.

“Readiness” for the middle school. My fondest hope for those systems
i which new elementary-middle combinations are developing is that no
one ever worries about whether any pupil is “ready” for the middle
school. The name itself suggests the criterion by which decisions are
made as to the movement of children from one lcvel to another. They
should enter the middle school at whatever age or year in school is desig-
nated as the beginning of the middle period. No other criterion of readi-
ness should ever be developed or implied if cooperative planning and re-
lationships in general between the levels are to be promoted.

Perhaps some very early maturing child belongs with an older group,
but violence to the basic philosophy of continuous progress will be done
whenever a child is moved up or down because he is or is not “ready”
in an academic sense. Undoubtedly it will be easier to implement this
concept with regard to the elementary and middle schools than it is to the
high school, but this concept must prevail up and down the system of
school levels if education really focuses on the individual.




| New Patterns of In-service Education ‘

of Elementary Teachers ? |

Arice MreL

NO PRINCIPAL or other supervisory officer who feels respon-
sible for helping to bring about improvements in schools will wonder why
in-service education of teachers is considered in a publication treating
“The New Elementary School.” An instructional leader recognizes that
opportunity for teachers to set new sights and to gain new information
and skill is a necessary part of any thoroughgoing change in curriculum
and instruction. Are current programs of in-service education adequate
for the increasingly high expectations of elementary school teachers held
by the public and the profession these days?

To obtain an overview of development, Education Index was con-
sulted to note possible shifts in emphasis between 1950 and 1966.* Charts
A and B reveal some of the results of this search.

An inspection of Chart A shows that some topics, for example, ad-
ministration of in-service education programs, evaluation, and science,
received a certain amount of attention in the professional literature
throughout the sixteen-year period. Other topics, such as democratic
planning, group processes, and child study, disappeared in the latter half
of the period, while television came onto the scene about that time.
Chart B reflects heightened interest in certain subjects for institutes at
different points during the sixteen years.

1For this search and for subsequent help in devising and analyzing the results
of a questionnaire used in the preparation of this paper, the writer is indebted to
Janice Wickless, doctoral student at Teachers College, Columbia University, on leave
from a position as supervisor of elementary schools, Frederick County, Maryland. The
generous help of respondents to the questionnaire and of participants in the con-
ference is also acknowledged.
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Topics 1950-33 1953-55 1955-57 1957-59 1959-61 1961-63 1963-65 1965-66

Administration of

program 8 1 6 2 4 3 1 1
College programs 2 1 1 3 4 2
Democratic

planning 6 2 1 6
Group processes 4 1
Child study 7 1 1 3
Eveluation 6 5 5 1 1 2 2
Incentive 3 2 1 1 1
Science 3 1 7 4 1 1
Television 1 2 3 3 5

Chart A. Topics with a Frequency of Three or More Dealt with in Articles
Listed in Education Index under “In-service Education,” 1950-66 *

1950-53 1954-55 1955-57 1957-59 1959-61 1961-63 1963-65 1965-66 \

Mathematics 2 4 3 1 3 3
Science-math 1 5 6 9 4 5
Science 3 6 16 9 5 4
Foreign language 1 12 13 12 6
Social studies 1 1

English 3 6 3
Humanities 3 1
Reading 3 3
Disadvantaged 4

Chart B. Topics with a Frequency of Three or More Dealt with in Articles
Listed in Education Index under “Institutes,” 1950-66

The next step was to devise a questionnaire, using clues obtained
from the study of Education Index. This was mailed in early December
1966, to 238 local directors and supervisors of elementary education repre-
senting every state in the union, the District of Columbia, and Canada,
and including small, medium, and large school systems. Two state depart-
ments of education, Alaska and Hawaii, were invited to respond, bringing !
the total questionnaires mailed to 240.

Within a month, 159 usable replies had been received, a return of
66 percent. Tabie 1 shows the distribution of replies according to size of
system and gives the number of elementary school teachers in those school
systems. The total number of elementary teachers reported on was nearly
72,000.

* Before 1955, “In-service Training.”




% 70 THE NEW FLEMENTARY SCHOOL
Table 2 presents the geographical distribution of the replies. The
seven states from which no replies were received are among the less popu-
lous states and relatively few questionnaires had been mailed to them.

Size of School System Total No. of Elementary
(by No. of Elementary No. of School Teachers in School
Teachers) Range System Reports Systems Reporting
200 or less 42-200 46 5,452
201-5060 210-500 45 15,993
: 501-1,000 510-1,000 25 17,467
| 1,001 or more 1, 190-12, 000 37 32,834 !
! No information 6 :
Grand Totals 159* 71,746

Table 1. Number of Elementary Teachers Represented
in Replies of 159 Instructional Leaders

Alabama 4 Missouri 5
Alaska 2 Nebraska 1
Arizona 1 New Jersey 7
Arkansas 1 New Mexico 1
California 8 New York 6
Colorado 5 North Carolina 2
Connecticut 4 North Dakota 1
Delaware 1 Ohio 11
Florida 3 Cklahoma 2
Georgia 1 Oregon 2
Hawaii 1 Pennsylvania 10
;i Idaho 2 South Carolina 1
;- Tllinois 7 South Dakota 3
! Indiana 3 Tennessee 2
Jowa 4 Texas 7
Kansas 2 Utah 2
Louisiana 1 Virginia 6
Maine 3 Washington 1
| Maryland 8 West Virginia 1
: Massachusetts 1 Wisconsin 3
| Michigan 8 District of Columbia 1
| Minnesota 9 Ontario, Canada 1
‘ Mississippi 4

Table 2. Geographical Distribution of Replies of 159 Instructional Leaders

® Includes 5 duplications of school systems, leaving a total of 154 systems rep-

resented.




IN-SERVICE EDUCATION 71

Clues from a Questionnaire

When the replies were tabulated, certain limitations of the question-
naire showed up. It is quite clear that the format caused many to overlook
items 1, 9, 16, and 21, for a disproportionate number failed to reply to
those items so prevalent in school systems—emphasis on methods, pre-
viewing of textbooks, college credit, and use of time after school (see
Tables 3-6). On the questionnaire, unfortunately, those items were boxed
with the heading of the section for which they were the lead item
(content, procedures, motivation, and time). A few other items were un-
clear to certain respondents. Note is made of this fact at appropriate
points in the discussion that follows.

The results shown in Tables 3-6 are based on judgments made by an
official reporting for the elementary division of a school system. Failure
to reply to some items may have been due to a lack of basis for making
a judgment or the item may not have been apph cable in the situation.
Nevertheless, the replies show some striking differentiations and serve
the purpose of this small investigation, namely to secure an indication of
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