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CHAPTER I

PROBLEM ORIENTATION

Origin of the Problem

It is hoped that this preliminary discussion will
gserve as an orientation both to reflsctive thinking which
generated the enthusiasm for the study and to the signifi-
cance of such an Investigation in the fleld of teacher
education. Curlosity 1s a laudable motive, but 1t does not
guarantee the worthwhileness of an investigation involving
considerable time and effort. In order to establish slg-
nificance it 1s necessary to support one's curlosity by an
acknowledged awareness found In the literature and by a
recognized relationship to the fundamental goals of teacher
education.

Unless a student coordinates his research efforts
with an established ongolng research program, it is quite
natural that challenging ideas should arise from personal
curlosity which has been nurtured by reflective thinking,
resdings, and profeasional experiences. One major source
of motivation for this study grew out of the following

maize of reoccurring questions.



Why 1is there a break in the continulty between the
thinking and writing of educators about unit teachlng and
the actual unit teaching behavior exhibited in the elemen-
tary classrooms? Could part of this inconsistency be lo-
calized in the ﬁrocess of transfer of verbal understandings
to teaching behaviors? Can integration of pre-service and
In-gervice experience§ be fostered by means of an instruc-
tional approach on the college lﬁyel? From these many-
faceted queries two areas of attentidn emerge for consider-
ation. One revolves around the identification of unit
teaching in terms of teaching behaviors. The second focus
of attention pertains to an instructional approach on the
college level designed to promote a higher level attain-
ment and transfer of these desirable teaching behaviors.

A network of baffling questions encompasses each sphere of
consideration.

In regard to identifyling unit teaching behaviors,
one wonders whether effective unit teaching behaviors can be
observed, identified, and categorized. Current writings and
investigations indicate a concern about the ldentificatlion

of effective tesaching behaviors.l Yet no published material

l

Edith Merritt, "Critical Competencies for Elementary
Teachers" (unpublished Ph.D. disqertation, Stanford Univer-
sity), 1955.

Melvin Golden, "Behavior Related to Effective
Teaching” (unpublished Ph.D.
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(available for library use) ventures a job analysis yield-
ing characteristic differences between unit teaching from
what might be labeled "effective teaching."™ Thus the
aforestated question becomes crucial tco an inquiry impli-
cating unit teaching behaviors,

The second area of focus 13 equally challenging.
Suppose that 1t 1s possible to identify unit teaching be-
haviors. Would a change in the formulation of objectlives
from subject matter (verbal}behavior) to teaching behaviors
(operational behaviors) demand or call for a change 1in
teaching procedures on the college level? Will conventional
instructional methods promote operationai objectives? Does

the directness of experlience 1in a professional course

directly influence teaching behaviors in the elementary
classroom? Do elementary teachers feel more secure in ex-
ploring uﬁit teachling if they themselves have experlenced
this method of teaching? Can some student teaching problems
be traced to the fact that students experience one system
of instruction and attempt to teach by another? On the

college level, does a transfer of desirable outcomes from

dissertation, University of Wisconsin), 1957

Harold Mitzel and Edwin Wandt, "Plan for a Program
of Research,™ Studles of Teacher Behavior. Publication 21.
Division of Teacher hducation oi the Four Colleges of the
City of New York, 1954,

New England School Development Councll. Teacher -
Competence and its Relation to Salary (Cambridge, Massa-
chusetts: Spaulding House, 1956).




the college classroom to the elementary classroom result
from building attitudes toward the behavior through vicar-
lous experiencing or through direct experiencing of the
outcomes? How can a course be made sufficlently concrete

to grow dut of students' past experliences and give dilrection
in future teaching situétions?

As & review of the literature reveals (chapter III),
these perplexing questions of transfer and dlrectness of
experience for the attalinment of high@r level teaching com-
petency have not entered experimental considerations on the
college level. Is a student's verbal behavior indicative
of his operationél behavior in e classroom teaching situa-
tion? Are paper and pencil tests which verbélly measure
knowiedge accurate indicators of actual teaching competence?
Is it realistically feasible to teach the same course by twd
distinct methods? Can one course experience be sufficient
to change behavidr which has been the result of many years
of subject-cenfered experisences? What experiences which
students have in a courae devotéd to unit teaching (Educa-
tion 517, The Ohio State University) play a significant part
in determining teacher convictions and practices?

The pauclty of organized or summarized expérimental
research 1nvolving instructional methods and teaching be-
haviors lends little direction in the entertainment of these

problematic questions. Yet it 1s evident from the literature
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that thie dearth 1is not caused by the absence of the pro-
blem. Educators are cognizant of the need, the difficultles

involved, and the urgency of continuous experimentation.

Significance of the Problem

Teacher educators recognlze the problem. Educators

have verbalized about instructionsi concerns through year-~
books and publications of national professional organiza-
tions. Reference to instructional methods and the dlrect-
ness of experience sppears repeatedly in the thinking of

the contributors to Improving Instruction in Professional

Education. Throughout this yearbook an undercurrent of a

striving to functionalize professional courses keeps bubbling

to the surface:

Accepted theories of learning, thinking, and
problem solving should undergird our teaching of
students so that thelr own learning experilences
demonstrate hgw they can use theoriles in thelr
own teaching.

The improvement of insgtruction in professicnal
education focuses primerily in the ability of
teachers tc improve learning conditions for the
students so that the students gain more in their
ability to become effective teachers than they .
would have galined had previously used patterns
of instruction been in operation.

ZAssociation for Student Teaching and National
Society of College Teachers of Educatlion, Improving
Instruction in Professional Education, Thirty-seventh
Yearbook (lowa: wm. C. Brown Co., lLnc., 1958), pp. 6-7.

3
Ibid () 12-13 [ ]



The whole of chapter IV l1s a summary of authentic
accounts of current teaching‘methods which are being used
in teacher education institutions throughout the country.
These accounts of experimentation support the contentlion
that educators recognize the instructlional challenge for
direct experiences and are striving to rally experimentally.
of thé two dozen or so practices enumerated, a cursory
description of a pertinent reference might serve as an
1llustration of the instructional activities taking place.

Betty Sue Dunlap instructs students at the
Southern Oregon College of Education in a general
methods course which encompasses both social studles
and elementary science in recognition of the fact
that the two areas are not only closely interrelated
but also may be fused or correlated iIn the elemen-
tary schoocl. College students are taught content,
method, and technigues on & unit basls somewhat
comparable to the approach they, themselves may
subsequently use with children.u

It was proposed in thils publication that the most
serious deterrents to the use of good teachling methods
could stem from the professional courses that prospective
teachers experience.

It seems fltting then to propose that this has
happened because of one or more of the followlng
reasons: (1) that the instructor of the education
class never completely convinced the prospective
teacher of the real worth of the Instructlional
procedure under discussion, (2) that the Instruc-
tor of the education class did not demonstrate
in his own classrcom the instructional procedure

Ibid., 42,



under discussion, and (3) that no effort was
made to provide the student with an opportunity
to try out ghe ingtructional procedure under
discussion. .

First, we must apply to our teacher-preparation
programs the same principles that we are trying
to teach our students to apply in their classrooms.
Asa long as all we do is talk about "inquiry,"
individual differences, joint planning, coopera-
tion, etc., they areénot going to lmow what we
mean by these terms.

Florence Stratemeyer's two chapters in Teacher

Education for a Free People delve intc the perplexing

problem of instruction in teacher preparatory programs.
In regard to the place of courses dealing with method in
professionsl education she railses several inquiries.

Should such courgses deal with general methods
as speclfic methods of a particular field of 1in-
struction? . . . . Will the prospective teacher
be prepared to meet teaching problems when the
content of the professionsal education stresses
method of teachling or should the emphasis be on
the nature of human development, learning prin-
clples, and acquaintance with instructional
materials?

Stratemeyer is also alert to the educator's respon-
sibility to make some decisions as to the readiness of

students and the directness of experience on the college

Ibid., 48.

6Ibid., 97.

7

Doneald Cottrell (ed.), Teacher Education for a
Free People (Oneonta New York: The Amerlcan Assoclation
of Colleges for Teacher Education, 1956), p. 66.




classroom level. "How are student needs and readiness for
a particular type of activity--direct or vicarious--

determined?"

Can vicarlous experiences alone give adequate
meaning to ideas? Will & curriculum whose con-
tent is primarily subject matter selected in
terms of logical relationships and development
of a field provide meaningful experiences for
prospective teachers? What l1ls the student's
role in selecting, planning, carrying out, and
evaluating his college experliences?

American educational resesrch orgaenizations

acknowledge the problem. Although these yearbooks, dis-

cussed above, are perhaps the most recent expressions of
professional concern about teaching methods; the problem
can be substantiated by other authoritative research organ-
izations.

In response to a felt lack of research direction,
the American Asscclation of Colleges for Teacher Education
and the American Educational Research Assoclation created
in 1951 a committee (Roben Maaske, Lester Anderson, Earl
Armstrong, Orvil S. Barr, and Max Goodson)} to study the
problem of needed research in teacher education. It was

the thinking of the committee that a compllation of

8
Ibid., p. TO.

9
Ibid.’ p. 82‘



tentatively formulated research problem titles in teacher
education made available tc graduate students, buresus of
education, and educational leaders would asgsist materially
iIn stimulating regearch studles and projects. This group
felt that the pressing need in teacher education was for
reéearch that deals with fundamental problems and lssues

that evaluates "“principles in operation" rather than sur-

veys of currenthpractices.lo

The efforts of this committee were consummated in
a report which categorized 574 research problem titles into
five broad areas. One ares enveloped curriculum and in-

struction. Several suggested titles bear a relationship

to the proposed problem:

1) Rationale of direct experience 1in teacher educatlion

2) Consistencies and inconslistencies between that
which is known to represent progressive method-
ology and current practices in teacher education
institutions

3) Effectiveness of pre-service and education as
measured by clasaroom effectiveness of graduates

I} Evaluation of cooperative planning procedures
as lectures in teacher education courses

5) Identification of the most effective instruc-
tional procedures in professicnal courses

6) Democratic vs. authoritarian teaching, the effect
on teaching actlvities of beginning teachers.

10
American Assoclation of Colleges for Teacher

Education, Needed Resesrch in Teacher Education (New York:
the Asgsoclation, 1954), p. G.

11 )
Ibid., pp. L5-Lé6.
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The Encyclopedia of Educatlional Research presents

a resume of the fragmentary experimental research in
college methods of teaching over a score of years. AItvtheh
suggests that further experimentation should involve "a
critical appraisal of exlsting conditions and an evaluation
of Innovations in curriculum and method, some of them being
designated as 'experimental plan' or have been adopted

without appraissl before or after installation."l2

In the concluslon of a recent summary of research
publications the awareness of and the urgency of the problem

i1s succintly stated:

The most serious lack of research in the
improvement of teaching 1ls in the areas of evalu~
ation of teasching. Thils 1s basic to the entire
process of improvement. Until more is known
and greater agreement exlsts on the outcomes of
teaching and the means by which these outcomes
are to be measured, the programs for improving
teaching will remain on an untenable basis.t

Higher education is alert to the need. From a peru-

sal of Current Issues over the past ten years 1t is possible

to discern an unrest within higher education as well as
teacher education and research orgenizations regarding the
evaluation of classroom inatruction. Even though the offi-

cial resumes of the ma jor addresses or group reports of

12
Welter S. Monroe (ed.), Encyclopedia of Educa-

tional Research (New York: The Maemillan Co., 1952), p. 277,

13Richard Drake and Anthony De Iullo, "Improvement
of Instruction." Review of Educational Research, XXIV,

NOO L;-, 3100
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the National Convention on Higher Education have appeared

under various titles (Current Problems in Higher Education,

Current Trends in Higher Education, and Current Issues in

Higher Education), one section of each publicatién desals

with the area of teaching methoeds in an apparent striving
to accept the invitation for experimentation and improve-
ment. It is not the purpose of this'introduction ﬁo review
specific approaches but to validate the thesis that the
literature bears out the quest for quality teaching. The
titles of the contributions together with a reference to
the contributor appear sufficlently self-explenatory to
strengthen the position.
1948 - Evaluation and Improvement of Teaching 1n Service.
P. E. Weaver, 123-131

19,9 - Faculty Services and Their Evaluation, part I,
Ralph Collins, 163-108; part II Judson Ward, 106-11lg

1950 - Evaluating the Services of the Faculty Member
Section A. Donald Mackenzie, 145-150
Section B. Donald F. Drummond, 150-156
Section C. Robert D. Clark, 156-161
Section D. Reverend Tasch, 162-170

1951 - Appralsing and Rewarding Teaching Effectiveness.
Ottis Richard, 194-198

1952 -~ Implications for Administration, Curriculum, and -
Instruction (Enrollment Trends) - Arthur Adems, Ll-42

1953 - How Can We Work More Effectively for Improvement
of Instruction. Bernice Crantate, 237-241

1954

What does Recent Ressarch Suggest Concerning '
College Teaching Methods. Herbert Thelen, 308-312
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1955 ~ How Can Institutions Evaluate the Effectiveness of
Teaching and Other Services. Robert C. Pace, 223-229

1956 - Maintaining and Improving the Quality of Instruction
in Light of Rapldly Increasing Enrollment. Alvin
?fficient and Effectlve Teaching. Warner G. Rice,

7=21
Improvement of Instruction: Effective Practlces:
Evaluation Implications from Research for Instruc-
tion and for Instructional Programs. Lester
Anderson, 162-167

1957 - What Teaching Devices and Techniques will be Most

Effective in the Improvement of Instruction.
C. R. Carpenter, 188-191

Regearch studies point to the continuing problem. The

conclusions 1n recent doctoral studles give added signifi-
cance to the problem of college instructional methods and
the transfer from theory to practlice in actual elementary
clagsroom situations.

Alice Scofield observed, interviewed, and distribu-
ted questionnaires to the elementary graduates from Stanford
University over a filve-year period to determine the rela-
tionship between methods advocated in a language arts
course and those actually used in classroom practice. She
concluded that the teachers are using only some of the
methods advocated in the teaching of language arts. Not
one of the suggested methods was being used regularlj by

1

90 per cent of the teachers,

b
Alice Scofield, "The Relationship Between Some
Methods of Teaching Lenguage Arts as Advocated in Methods
Courses and as Practiced in the Classroom” (unpublished
Ph.D. dissertation, Stanford University, 1955), 167 pp.
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In a simllar study Charles DeWitt Investigated the
relationship between theory and practice 1n the teaching of
soclal studies in the elementary school. Sufficient evi-
dence wag found to support the hypothesis that a large
amount of lag exists between theory and practice in the
teaching of social studies in the elementary school. The
least amount of lag exists in the area of the organization
of content., Generally, there is not a large amount of lag
in regard to the objectlives for soclal studles. It 1is in
the area of method that theory is the farthest behind
practice.l5

Anthony Milanovich made a survey to determine the
extent to which the experience unlit is used in the publie
schools of a New York county which employs 1,200 elementary
teachers. After establishing 15 criteria of an experience
unit, he made a random survey of every elighth teacher., He
concluded that even though elementary teachers in this
county are well prepared and have attended school recently,

the term "unit teaching™ is almost meaningless.16 The

15
Charles DeWitt, "The Extent of the Relatlonship
Between Theory and Practice in the Teaching of Social
Studies in the Elementary School"™ (unpublished Ed.D.
. dissertation, University of Maryland, 1957).

16
Anthony Melanovich, "A Critical Study of the
Experience Unit in Elementary Education with Speclal Refer-
ence to the Elementary Schools of Erie County, New York"
(unpublished Ph.D. dissertation, The Ohlo State University,

1952), pp. 2u5-2L8.
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studles by Scofield, DeWlitt, and Milanovich tend to indi-
cate that there is an apparent educational lag between
theory and practice in teaching behaviors.

In a feollow-up study of the difficulties encountered
by beginning teachers Evans concludes that the subjects
were Insdeqguately equipped with professional sklll. Many
of the problems clted show a lack of mastery of the tech-
nique of teaching which might be alleviated through more
17

intensive professional tralning.

U. S, 0ffice of Education does not give top

priority to the problem. To say thaet all literature re-

veals the significance of the problem is a misnomer. It
is well known that Congress in 1954, through Public Law 531
authorized cooperative research in education, It was to
be administered through the Office of Education which has
the authority to enter into contracts as jointly financed
cooperative arrangements with universitles, colleges, and
state educatlonal agencies for the conduct of research in
the field of education.

In the light of the thinking of educators, national

orgenizations, and stated research needs in higher education,

17
Zelia Evans, "A Study of Difficulties Encountered
by Selected Student Teachers and Beglnning Teachers of the
Elementary Division of Alabams State College with Implica-
tions for Teacher Education Programs (unpublished Ph.D,
dissertation, University of Michigan, 1955).
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it 1s somewhat disconcerting to review the reactions of the
U. S. Office of Education in regard to the selectlon of the
cooperative research projects. The 61 projects apprdved by
the Advisory Committee of the Office of Educational Research
deal with causes of juvenile delinquency (3), education of
mentally retarded (36), student retention (5), school

staffing (9), population mobllity (1)}, and miscellanecus
()18

The Office of Education through the division of
Higher Education in the fall of 1957 did undertake a study
which 1s Intended to give some direction to the problem
of staffing the natlion's colleges and universltles, It
would be a distortion of the facts to say that instructional
prbblems are being entirely ignored. Marion Folsom in
referring to the problems of Higher Educatlon has recorded
quality teaching as one dlimension of the challengés facing
Higher Education:

By this dimension I mean the degree of success
with which knowledge, mental training and skills
are imparted by the instructor and acquired by
the student. Many factors are involved in the
quality of education-=-the caliber of teaching,
methods of instructlion, physical facllitlies and
support and encouragement ig education by the
home and by the community.

18

Herbert Confad, "Projects Under the Cooperative
Education Research Act" (Public Law 531). Higher Education,
XI1I No. 9 (May 1957), pp. 166-170.

19Marion Folsom, "The Three—Dimengional Problem of
%%gher Education,"” Educational Record, 38, No. 1 (January

7)s Pe Te
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However, it seems logical to assume that quality of
classroom instruction_is considered important by the Office
of Higher Education but haé not been given priority listing
as have the problems of supply and demand, certification,
objectives, curriculum organization, or recruitment and
selection. Yet several basic conditions can hardly be
ignored: (1) The organization and goals of a pre-service
program may 1ook'eicellent on paper but its achievement
depends to a large extent on the creativity and quality of
classroom instruction. (2) No matter what degree of selec-
tion 1s possible, teacher education hag the responsibility
for using the most effectlive instructional approaches for
developing competency. (3) The professional growth that
occurs between selection and certification is to some extent
the result of direct instruction and that this growth is
fostered or“iﬁpedéd by classroom instructlion.

Thus from the litersture the need for research in-
volving instructional methods 1is generaliy recognized as
significant., In the light of the foregoing references, it
is possible to generalize about the significance of the
writer's recurring questions and curilosity in publlecations
of professional orgenization, in authoritative research
sources, in the follow-up studies concerning the relatlon-
ship of theory and practice, and in the inconclusive data

of previous experimental studies of instructional methods
(further discussion in chapter III).
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The problem 1is related to the goals of teacher

education. Establishing the importance of a problem re-
guires & relating of the proposed research project to the
fundamental goals of teacher education. The ultimate goal
is pupll achievement of the stated educational objectives.
How can this goal be tangibly and functionally approached?
Teacher education assumes the responsibility for the 1mme;
diate goal of developing teaching competencies which it 1is
believed will be a means of achleving the ultimate goal,

‘Teaching competency or way of behaving is inter-
preted as an understanding of and sklll in teaching proce-
dures which can be observed, identifled, and measured in
terms of teaching behavior. Each professional‘course has
a responslbility to contribute to fhe ccmpetenconf pros-
pective teachers. It can be further reasoned that the
gquality and nature of the learning experiences in the course
have a relationship to the achievement of this competency
goal. An appralsal of two methods of Instruction for the
purpose of developing a higher level of competency becomes
vital to the fuller realization of the immediate goal of
teacher educators.

Teacher education has found itself in somewhat of a
professional dilemma. There 1is agreement on the necessity
of professional courses to assist pre-service teachers to

perform various skills related to the education of children.
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With regard to teaching professional courses there is no
such agreement. As there 1s no general appraisal, local
studies become almost mandatory as a starting polnt.

Within the framework of personal curilosity, a
recognlzed need for experimental reseafch in instructional
approaches, and the responsibllity of teacher education for
the development of teaching competency, the problem must be
identified and delimited. The broad problem area involves
experimentation to determine the effectiveness of two
methods of instruction in attaining desired behavioral out-
comes which may promote a higher dégree of integration be-
tween pre-service and in-service experlences of prospective
teachers. The problem might be further narrowed to experl-
mentation in one professional course oriented toward devél»
oping teaching competency in social education. If one 1s
concerned with operational evidence and transfer of verbal
to operational behaviors, then effectiveness can not only
be judged at the end of the course but must be followed
through to on-the-job teaching in student teaching.

' In previewing the orgenization of the written study,
the ensuing chapters relate to the following progression:
Chapter II - brief analysis proposed study; Chapter III -
the historical perspective as background; Chapter IV - the
development of the experiment; Chapter V « the treatment and

interpretation of the data; Chapter VI - summary, findings,

and productive avenues for projective thinking.



CHAPTER II
ANALYSIS OF THE PROPOSED STUDY

In the previous chapter the general problem ares
was identified and acelaimed as significant for investiga-
tion. In this chapter the problem which was identified
is further anslyzed into constituent—eiemeﬁts so that the
research will be given structure and direction. It was
thought that the working outline for the problem would
have more meaning if it were preceded by a discussion of
the experimental approach. Methods of Researchvand

Educatlonal Research and Appralsal were the two sources

which guided the thinking leading to the organizatlion of
the study.l

Nature of the Experimental Method
What does the experimental method of research in-
volve? Experimentation is one way of securing evaluative

information concerning the desirseble or undeslirable effects

i

Carter V. Good and Douglas Scates, Methods of
Research (New York: Appleton-Century-Crofts, Inc., 1954),

Arvil S. Barr, Robert Davis, end Palmer Johnson,
Educstional Research and Apprailsal (Chicago: J. B. Lippen-
cott Coe., 1053). v
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of instruction upon pupll behavior. The ultimate aim is

to galn new knowledge of the underlying condlitlons basic

to the growth of pupils and to determine the ways in which
the school can promote effective development. This method
is not intended to give simply a descriptive piéture of
status or a chronicle of normal growth. It is expected to
reveal causal relationships. When one 1s dealing with
humaen beings 1t 1is almost impossible to equate all the
varlables and to declare that a given factor 1s the cause.
This jump from a two-variable relationship to the infinite-
1y complex relationships was accommodated by the concept of
pfobability. Causal relationships are thus referred to in
the analysis of the data as probability. The Ilnvestlgator
canmot determine causes but can only predict (to a certain
degree) that a certain cause will produce a certain effect.

If the experimental method 1s to become a valid basis
for inferencing causal relationships, it requires certain
principles of planning, executing, and interpreting the
evidence.

Briefly, the experimental method 1s based on problem
solving-identification of problem, development of hypothe-
sis, formulation of assumptions, clarificatlon of vocabulary,
design for testing the hypothesis, and interpretation of
the findings which gives direction to action in dealing

with the identified problem. Commonly inecluded 1n this
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approach is the use of control and experimental groups
which are equated in terms of variables and are represen-
tative samplings of & larger population., With conditions
controlled as carefully as possible, the experimental factor
is varied for one group. The difference between the mean
gainsg in achievement of the two groups is calculated as an
index of the relative effectiveness of the two methods of
1nstruetion.'

The hypothesis is a shrewd guess which limits the
area of investigation, has a selecting functlon for the
activities uséd in carrying on the experiment, and a
directing function in the interpretation of the data. As
a formal approach, the use of the "null"™ hypothesis has
become more common in educational,-psycﬁological, and
soclial research., According to this procedure one assumes
that no éignificant difference or relationship exists and
then seeks to ascertain the improbability of the null
hypothesis.

The formulation of the assumptions represents funda=-
mental tenets which the investigetor accepts for the on-
goingness of the particular inquiry. To the extent that
certain of the assumptions are open to question, in the
same measure the results of the study are subjlect to

challenge.
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For mutual understanding it 1s often necessary to
clarify technical vocabulary and key concepts which have an
important emphasis in the study. The term "research design"
might refer to the total analysis of the préblem. In this
study 1t 1is the plan devised to test the hypothesis. This
scheme indicates the relationship between the selection of
the criterion (educational objectives), the activities of
the population subjected to the two "treatments" (course
experiences), and the measurement of growth in relation to
the criterion.

It could be within the scope of this discussion to
Include tentative conclusions or to delve into the statisti-
cal approach for analyzing the data. For the purpose of
this analysis one obvious tentative conclusion is embodied
in the null hypotheslis. It 1s recognized that the research
design and statistical analysis are not independent problems,
but rather they are dependent on each other. A discussion
of the methods used in the statistical analyslis of the data
will be reserved for chapter V. This delay is for the pur-
pose of avoiding repetition. It was also thought that the
abstract computations would be given more meaning 1f the
statistical technigues are functlonally described as they
are used to analyze the actual data accruing from the study.

With the preceding consideration of the experimental

method as background, the following working outline
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reprezsents an analysis of the proposed problem and proce-

dures used in attacking the problem.

Working Outline for the Problem

A. Statement of problem-~A study to evaluate the effec-
tiveness of two methods of instruction in teacher
education in attaining certain desired behavioral
outcomes.

B. Null hypothesis~-~There is no significant difference
In the verbal or operational attainment of the stated

behavioral outcomes between a student group which
experlenced one method of ilnstruction as opposed to
a student group which experienced another method

of instruction.

Analysis of the null hypothesis led to certaln per-
tinent questions which the experimental procedures
were organized to answer--

l. Were the two sectlions taught differently?

2. Was each method effective in relation to
pre- and post-test evidence?

3. Was one method significantly more effectlve
than the other in the attsinment of verbal
behaviors?

li. Was there a significant difference in the
cbserved operational behaviors that can be
attributed to teaching method?

C. Assumptions

1, Education is for the purpose of changing be-
havior toward desired outcomes.

2. There is a direct relationship between teaching
competency and the pupil achievement of the
educational objectives.

3. Teacher education 1ls concerned with developing
teaching competency in the several areas of
growth one of which 1s social educatlon.

4. An understanding of social educatlon in the
elementary school and a method of realizing
the purposes of soclal education are the
unique contribution of Education 517 to the
pre-service profeassional growth of prospec-
tive teachers.

5. Unit teaching is an accepted approach to
planned social education in the elementary school.
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Teaching competency in the area of soclal
education can be defined operatlionally as

a core of unit teaching behaviors which
become the desired outcomes for Education S517.
In an experimental study of two methods of
Iinstruection, it is possible to control or to
make randomly operative most relevant var-
iables except teaching method so that there
will be no systematic bias in the findings.

D. Clarification of terms

1.

Evaluation 1s a process of determining the
extent to which the desired outcomes have
been achleved. This process includes: the
formulating of objectives, the providing of
learning experiences where the objectives can
be experienced, the securing of instruments
to measure growth, the gathering of evidence,
the appraising of the svlidence in light of
the objectives, and the planning for further
realization of the desired goals.
Effectiveness connotes the relationship be-
tween the method of instruction and the extent
to which the desired outcomes (teaching be-
haviors) have been achileved.

Method of instruction is an orderly procedure
for approaching the teaching-learning process
for the attainment of the desired gosals.
Behavior 1is the observable activity of an
individual.

Desired behavioral outcomes are behaviors in
relation to the goals of instruction.

Unit concept refers to an organizaetion of
content and activitles which involves a se-
quence of teaching behaviors to be 1ldentifled
in detall as the desired behavioral objec-
tives (chapter IV).

Social educatlon is the process of developing
social understandings related to democratic
citizenship. Socisel education 1s broader than
a curriculum arsea. Due to the nature of the
experiences, content, and materials involved
in the soclal studies, 1t has become the core
of the planned attempt to provide opportuni-
ties which promote social learnings.
Professional education is that portion of the
program of teacher education that 1s explicitly
planned as preparation for competency in a
teaching position.
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Teachlng competency as the abllity to do
something involves an understanding of
soclal education and observable proficlency
in classroom teaching behaviors.

E. HRecognition of varlasbles

. Intelligence of the two groups
2. Motivation of the two groups

3.

Skill and zeal of instructor

L. Student teaching situation

Observation, interpretation, and judgment

of the observers.

F. Research design

a) Formulation of educational objectives 1ln terms

b)

e)

d)

r)

g)

h)

i.

of desirable unit teaching behaviors (criterion),
Specification of population - two sections of
Education 517 involving a total of 70 to 80
Juniors and seniors in the College of Education.
Pre-test at the beginning of the course to
determine the student's expectatlons as to the
role of the teacher in unit teaching (verbal
behavior).

Course experiences exposing the specified
population to two methods of teaching.

Pogt-test at the end of the course to compare
with understanding on the pre-test at the
beginning of the course,

Student anslysis of course procedures to con-
firm or reject the position that the courses
were taught differently.

Student reactionnaire to obtain the extent to
which the students thought the teaching method
was effective in reallzing the desired objectives.
A follow-through of selected students from each
section during student teaching to observe the
extent to which the unit teaching behaviors
(ecriterion) were operstive. A rating scale to
record Jjudgments was to be used by the cooper-
ating teacher, college supervisor, student,

and in 10 cases the Investigator.

After student teaching the students agaln
evaluate the effectiveness of the course in
light of the student teaching experilence.

G. 8Statistical methods

1.
2.
3.
L.

Gentral tendency and variance.
"t" test of significance.
Correlation.

Regression.

U test of significance.
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H., Methods and sources for gathering data
1, Observation - anecdotal records
2. Pre- and post-test
3. Observation « rating scale
L. Survey of literature
5. Opinion of practitioners
6. Minnesota Teacher Attitude Inventory
7. College records
8. Student analysis
9. Student reactions

Researcher!s Responsibility

The researcher has accepted the responsibllity to
analyze the verbal and operational 6utcomes of two instruc-
tional approaches for the purpose of testing the null hy-
pothesia, The orgénization of this research is not de-
signed to divide the analysis into two separate studies
involving the two experimental groups. Rather attention
is focused on the two groups as each is related to the
experiment and the resulting verbal and operational out-
gcomes, 1t was thought that this approach would provide
continuity, permit immediate comparison, and avoid repe-
tition. ‘

The statement of the problem implied that the re-
searcher must assume some responsibility for determining
the effectiveness of two instructional procedures, The
problem of assessing effectiveness 1s explored in the

treatment of the data (pages 15L4-156, 200-201).
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Factors Basic to Potential Limitations and Strengths

During this process of analysis the planner antici-
pated blocks which would potentially limit the value of
the study. Simultaneously potential strengths emerged as
the experimenter consciously sought to minimize potential
limitations in the overall experimental scheme.

Obligetions to students. There are important limit-

ing factors attached to this prdblem which are inherent to
the experimental approach. It must be accepted that the
students and their learning are the first obllgation of the
College of Education. Thils will limlit extremes in instruc-
tional activities. Students cannot sgpare much time from
regular curricular activities for research purposes. This
limits the number of instruments that can be used with stu-
dents for measuring outcomes. It 1s also presumptucus to
expect a university to alter 1ts registration or student
teaching procedures for individual experimental purposes.

Control of varisbles. Carter V. Good is of the

opinion that the experimental method in which an experimen-
tal group is compared with a control group by holding all
influences constant except one has sgerious limitations. In
a yearbook of the American Educational Research Assoclation
he made two observations:

First, it has been impossible to recognlze let

alone control, all the important factors influencing
the learning of individuals as they participate in
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groups. Second, it has isolated a single factor
and treated it as if it were meaningful even
when withdrawn from the cogfiguration which
alone makes it meaningful.

This criticlism of the experimental method 1s a valid
argument supporting the inherent limitations of this pro-
cedure. However, 1t 1s possible to recognize certain known
‘variables which influence the learning process and the stu-
dent teaching situation., In educational experimentation
the characteriastics that require consideration include in-
telligence, previous achievement, motivation, and current
level of understandings. An attempt was not made to control
the variables but statlstically to make provision for com-
paring the intelligence (Chlo State Psychologlcal Examina-~
tion), cumulative point hour, motivation (Minnesota Teacher
Attitude Inventory), knowledge of unit teaching (pre-test),
and student teaching situations in regard to the two
groups. By thils procedure it is possible to determine
whether any significant differences among knownrvariables
exist between the groups. It 1s hoped that the treatment
{the experimental factor) will have meaning as it is re-

lated to the known varisbles existing within the group.

2

Carter V. Good, "Application of Research Findings
Concerning Instructional Procedure to the Filelds of Edu-
cation, Paychology and Teacher Training,"” American Educa~
tional Resesrch Assocliastion, Report, 1935, p. 215.
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Personal blas and teaching sklll of the ingtructor.

It appears reasonabls that the effectiveness of a method
may be conditioned to such an extent by the instrucfor's
confidence, skilll, and enthusliasm that the method itself
is a minor factor in the teaching success. Having one in-
structor teach the two sections, as a way of minimizing
teacher abllity and personality factor, has its question-
able aspects. Even 1f both sections are taught by the
same person 1t does not negate the possibility of personal
biag or skill in tesaching by one method nor does it guar-
antee that both sectlons will be taught differently - yet
equally well. Role continuity and consistency are diffi-
cult. This block was not removed but lead to development
of several procedures to overcome the potential defect.

A course outline (chapter IV) for each of the two
sections was checked wi?h class logs (Appendixes B and C
for each section), At the end of the quarter the students
were given an opportunity to appraise the degree to which
certain teaching procedures had besn evident during the
course. A student reactionnaire recorded judgments of
instructional effectiveness in each section., Because
unlt teaching was not the conventional procedure used
in this course, a pilot plan for one quarter preceded
the experiment. During this trial period the experimental

approach was tried to acquaint the lnvestigator with the
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feasibility of the approach and needed revisions. Thus
some of the weaknesses in this approach were corrected
before the two methods were compared. It might be accurate
to assert that a personal bias toward a particular method
was not a crucial factor; but the potentiasl abllity of

the investigator tc teach college students was a crucial
factor in as much ss her previous teaching experlences had
been on the selementary school level. This inexperience
might be counterbalanced by having no established teaching
proéedures for the course and possessing a background of
professional experilences on the elementary level from
which to draw in teaching a course dealing with teaching
soclial studies in the elementary school.

Length of the experiment. It must be recognized

that thils course affected a small segment of the student's
learning experlences. Exposure to unifled teaching for 6ne
quarter 1is rather a short period of time to influence the |
long series of preceding classroom experiences which pro-
bably emphasized content acquisltion.

Subjectivity in the construction and usse of

appralsal mediums. An inquiry involving teaching behaviors

necessitates obtaining or constructing measuring instru-
ments so that observatlions may be converted into value
judgmentse. 'In human experimentation the element of sub-

jectivity 1s inescapable to some degree.
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Sub jectivity 1s evident in the construction of the
instrument, in the interpretation of the tool by the users,
and in the judgment of the observer as tc the extent of the
b?havioral evidence. In as muech as iInstruments to appraise
the established criterion did not appear to be available in
the Buros! Mental Measurements Yearbook or the test samples
in the Buresau of Educatlon Research, 1t was necessary to
build adequate instruments (situational test and rating
scale).3 The obvious dilemma is either to construct an
instrument which lacks validity and reliabllity or to use
a commercial tool which does not measure the established
criterion. The process by which these measurements were
formulated will be fully discussed in chapter IV. The crl-
terion evolved from the recalled unit teaching'experience
found in the literature validated by the opinions of a
practitioner's panel., The panel procedure for verifying
the criterion identified by the researcher is subject to
debate. The length of a questionnalre does not necessarily
guarantee the completeness of the instrument. The fact
that the panel rescted favorably might Indlicate an unwlse
selection of practitioners or a lack of critlical analysls

on their part. On the basis of thls thinking a rating scale

Oscar Bﬁros, Fourth Mental Measurements Yearbook
(New Jersey: Gyphon Press, 1953).
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was prepared to appralse the operational evidence of the
criterion in the student teaching situation. It was hoped
that the relation of the appraisal structure to the criter-
ion willl give some basis for judging the adequacy of the
tool. By having three and in some cases four people ob-
serve the same student teacher, it was thought possible to
get a rather objective profile of the denotable teaching
behaviors. A situationel test was constructed toc measure
the pre- and post-verbal behaviors of the students. Anony-
mous student analysis and reasction forms were used as an |
objective approach in assessing the differential in teach-
ing methods and the student's opinlon as to the objective-
ness of course procedures.

It was the aim of the experimental design toc make
the study self-contained. The experiment should be cépable
of providing 1ts own evidence as the basis for interpreta-~
tion, making 1t unnecessary to rely on evidence from other
experimentation to accept or re ject the null hypothesis.

Sampling procedures. One central problem was ob-

taining an unblased sampling. If a sample is to bhe un-
bilased, the units of the sample must be selected by some
process which 1s independent of the characteristics of the
individual.

Groupling students at random from the same population

to constitute the experimental and control groups affords
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a basis for avolding bias. The two groups represent all
the students taking Education 517 during one particular
quarter,

In order for an estimate of sampling error to be
made available a minimum of at least two sampling units
must be obtained from the subjects being sampled. The
units used for thls purpose were the recorded 0.5.P.E. and
cumulative point hour of each student together with the
scores from the Minnesota Teacher Attitude Inventory and
Pre-test. A compariscn of the. two groups with some 500
recent elementary graduates on the G.,S.P.E, and cumulative
point hour established the representativeness of the random
sampling. The representativeness of the groups msaske 1t
possible to meke generallzation for a larger population.

In weighing the factors that can be elther poten-

f tiel limitations or strengths, the investigator must anti-
cipate and make provision for an adequate treatment of
variasbles, objectlivity in the selection of criterla and
construction of measuring instruments, a representative
sampling, and the zeal and skill of the instructor to
teach by two different methods. These factors can become
limitations or strengths depending on the ingenuity of the
researcher in enalyzing and structuring the experimental

approach.



CHAPTER IIIX
HISTORICAL PERSPECTIVE

It would be to the investigator's advantage to or-
genize his study in such a way that it would have the
scientific quality of being self-contained. This potential
strength should be cited with some caution for fear that
closure may limit 1ts historical perspective. From the
viewpolint of historiéal progression in experimental inguiry,
the experiment should not be an entity in 1tself. Ideally,
experimental research becomes progressively productive as
it bears a relationshilp to those efforts which antl and
post date it.

Unfortunately many studles were lsolated pleces of
research that tended to 59 repetitive, unsummarized, and
at times unattainable. However, such rationalizing d4id not
alleviate the investigator'!s responslbility to search the
literature for related information. The development of a
historical perspectlve gave the researcher an opportunilty
to make a careful assegssment of the progress humen inguiry
has made in the directlon of an adequate solution to the
problem. In addition to appralsal and direction the re-

gsearcher had a basls for identifying features of the current

study which may extend research understandings.

34
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To be conslistent with the thinking in chapter I, it
will be necegsary to review the literature in dichotomous
areas of activity; namely, the identiflcation of effective
unit teaching competency with respect to demongtratable
classroom teaching behavior, and experimentation involving

instructional methods on the college level.,

Research Related to the Identification of Teaching Behaviors

The available literature was devold of any organized
effort to ldentify unit teaching competencles. Hence the
direction for this study inevitably came from more general
approaches to identifying effective teaching behavior. No
little has been recorded concerning the need for objective
and reliable criteria of teaching competence. To merely
review and summarize verbal consternation about the present
dilemma would give little positive direction in the develop-
ment of a research criterion. Rather'it was the intention
to review verbal and experimental attempts which lent visl-
bility for further research in the ldentificatlion of effec-
tive teaching behaviors.

The Commonﬁealth Teacher Tralning Study of 1927 has
become a 'landmark'! study in educational research. It was
the purpose of thig three year endeavor to arrive at a
comprehensive déscription of teacher tralits and teacher
activitles that might provide a basls for determining the

content and organization of professionsal courses.
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(A discussion of personality traits 1s beyond the limlts of
this perspective as attention 1s focused on teachling be-
haviors.) The first step in preparing a complete list of
teacher activities was to review the literature. In addili-
tion to a nucleus of 6,000 activities referred to in the
literature, 6,05l teachers in summer schools (1925) enum-

erated 211,890 sctivities.?t

The primary classificatlons
consisted of seven main divisions of activities: classroom
instruction, class management, superviasion of extra-class-
room activities, relationships with school staff, school
community, professional advancement, and school plant and
supplies. This clagsification was then evaluated by 650
teachers, principals, and supervisors who represented vary-
Iing grade levels and communities. Teacher educators and
persons connected with experimental schools participated

in this evaluatlion which was Intended to rate the frequency,
the importance, and the learning difficulty of the activi-
ties. The data were to be used by instructors in teacher
tralning institutions in selecting material for profession-

al courses. This study 1s the first recorded attempt to

identify and evaluate teaching behaviora. One hundred and

1

W. W. Charters and Douglas Waples, The Commonwealth
Teacher Tralning Stud (Chica%o: University of Chicago
Press, 1929), pp. 3=-50, 77-136.
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twenty-two specific teaching behaviors were ldentified and
classified under classroom lnstructional activities.2

After the Commonwealth Study the identification of
teaching behaviors seems to be associasted with research
and discussion relating to teacher effectiveness. A
thread of continulty running through the more recent
attempts to 1dentlfy teaching behaviors may be traced to
the thinking of a committee of the American Educational
Research Assoclation.

During the annual meeting of this association in
1950 the committee (A. C. Barr, Burley Bechdolt, Warren
Cone, N. L. Gage, Jacob Orleans, H. H. Remmers, and David
Ryan) was established to study the criteria of teacher
effectiveness.3 The commlttee functioned on the thesils
that a conceptual formulation of effectiveness not an
operational definition must precede any systematic re-
gsearch of teacher effectiveness on an operatlonal basis.
It was postulated that effectiveness could be discerned in

the areas of pupll achievement, development and execution

2
Ibid., pp. 257-261

3
Arvil 8. Barr et al., "Report of the Committee on

the Criteria of Teacher Effectiveness," Review of Education-
al Regearch, XVII, No. 3 (June, 1952), pp. 238-262.
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of school pollecy, and school-community relationships. The
comittee clarified its position by stating that the |
Ppupils! achievement of educational objectives was the basic
dimension of teacher effectiveness. This achievement could
be measured by means of objectively tested or observed per-
formance or through subjective evaluatlions. The teacher's
demonstration of effectiveness (behaviors) could be measured
by evaluative judgments of various persons.}"’

About a year later the Journal of Educational Re-

siearch publlished the second report of this committee. Again
the committee reiterated its former thesis that pupil

change was the ultimate criterion. "The task of research
on teacher effectiveness is to discover teacher dimensions
(behaviors and characteristics) which are related to the
criterion.“s The commlttee felt that information regard-
iﬁg teacheb dimensions would be of wvalue to supervisory
personnel, teacher educators, and teacher selection pro-
grems. Teacher behaviors should be investigated‘ at differ-
ent levels of experience; teachers in service, persons who

have completed professional programs, and prospective

Iy
Ibid., pp. 258.

Arvil S. Barr et al., "Second Report of the
Committee on the Criterla of Teacher Effectiveness,"
Journal of Educational Ressarch, XLVI, No. 9 (May, 1953),
Pp. 64O,
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teachers in training. Since teaching is a multli-dimensional
process, 1t was felt that educators should seek an inter-
Gisciplinary approach in formulating hypotheses and research
procedures. No research design was formulated by this
~commlttee.

The Divislon of Teacher Education Office of Research
and Evaluation of‘the four colleges of the City of New York
recognized the importance of teacher performance and plan-
ned to conduct a series of studles which follow the general
suggestions edvanced in the preceding reports of the Com-
mittee on Criteria of Teacher Effectiveness of the American
Educational Research Association.6 These studies will in-.
¢lude (1) definition and measurement of criteris relevant
to the goal of education; (2) identification and measurement
of teacher behaviors which are related to the defined ecri-
teria of educatlonal goals; (3) study of the complex array
of personality variables, classroom dynamics and environ-
mental factors which are hypotheslzed as influencing
teachers' classroom behaviors,

A second bulletin was published which refined two

technliques for ocbserving teachers' classroom behaviors.7

6
Harold Mitzel and Edwin Wandt, op. cit., p. 3.

7Harold Mitzel and Donald Medley, "The Refinement
of Two Techniques for Observing Teachers'! Classroom
Behavior,"” Studies in Teacher Behavior. Division of
Teacher Education OIflce of Research and Evaluation. Re-
search Series No. 28 (October, 1955), L1 pp.
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This study was part of the development of observational
techniques to be used in a longltudinal program of studies
in teacher performance. Cornell's technigue for recording
teachers' and puplls' classroom behaviors, and Withall's
technique for classifying teachers' verbal behavior were
explored as two promising techniques for obtaining be-

- havioral datsa.

Harold Mitzel, Director of the Office of Research
end Eveluation for the Colleges of New fork City, has pro-
posed a genéral and rather involved scheme of approaching
the total problem of teacher effectiveness. In his scheme
he recognized that one of the four varlables in assessing
effectiveness is teacher behavior in the classroom, Six
observers working in teams of two made two half-hour
visits to the classrooms of L9 beginning teachers (gradu-
etes of the Colleges of New York City 1953-S4). A total
of 588 half-hour classroom visits were made with observa-
tions recorded by a modified Cornell technique. The child-
ren were also tested Iin order to relate teaching behaviors
- to pupll growth. The detailed behavioral records for the
119 teachers are being analyzed and classified into meaning-
ful descriptive dimensions.8 No report has been published
to date.

8Harold Mitzel, "A Behavioral Approach to the Assess-
ment of Teacher Effectiveness.” 6 page mimeographed report
from the 0Office of Research and Evaluation, Division of
Teacher Education (New York: Feb. 19, 1957).
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The thinking of the American Educational Research
Commlittee and the action of the Colleges of New York Cilty
are reinforced in the literature. In a review of 30
studies related to the evaluation of teacher competence
Ackerman pointed out two realities. In each study an
attempt was made to evaluate teacher effectiveness by use
of the c¢riterion of pupil change. The observatlon of
classroom behavior becomes a cruclal step in the entire
process of ldentlfying teaching competency.9

The critical incident technique was used by Edith
Merritt in determining critical competencies in the teach-
ing of arithmetic, reading, and soclal studles. One hun=-
dred and twenty-six graduates In elementary education at
San Francisco State College reported déscriptions of effec-
tilve and ineffective incidents in their own teaching. From
the 230 reports of effective and lneffective teaching 504
behaviors were abstracted and classified into curriculum
areas.lo

More recently in the New England School Development

Council's project to define teacher competence the critical

9

Walter Ackerman, "Teacher Competsnce and Pupil
Change ," Harvard Education Review, XXIV, N. 4 (fall, 1954),

0
Edith Merritt, op. cit.
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incident technique was used as a basic research tool. By
means of indlividual and group interviews, several experts
collected accounts of incidents of outstandingly effectlive
or ineffective teacher behavior as reported by 198 princi-
pals, supervisors, administraetors, and teschers. Flve hun-
dred and eighty-eight incldents of effective and four hun-
dred and forty-three incidents of ineffectlive teacher be-
havior were assembled. The data were classified into five
broad areas of behavlior that could be expected of teachers.
It was the opinion of the committee that a teacher should
be expected to exhibit behaviors in the areas of effort
and interest, adaptability and plamning, techniques of
teaching, personal characteristics of the teacher, and in-
fluence of the teacher on puplls and others.

As the literature suggested, the identification of
teaching behavliors has been directly related to the cri-
terion of effectiveness and pupil achievement. Teaching
competency must be based on an ultimate criterion (change
in pupil behavior toward desired goals) and an Immediate
criterion (demonstration teaching behaviors supposedly
leading to behavior change). Thils challenge was dual in

natures first, the ldentification of teaching behaviors

11
New England School Development Council, op.clt.



L3

that were assumed to be desirable; second, the verification
of these behaviors as being related to pupll achievement.
Once this relationship has been established it will be
possible to measure effectiveness indirectly by the demon-
stration of certain teaching behaviors. In grappling with
the first step, several researchers have used varlations
of the critical incident technique. This technique was
developed by John Flanagan as a "procedui'e for gathering
certain important facts concerning behavior in defined
situations."12
In general, the critical incident technique 1is not
a single rigid set of rules governing such data collectlon.
It is rather a flexible set of principles that must be mod-
ified dnd adapted to meet the specific situation at hand.
Qualified observers record a functional description of
activity (incident) specifying precisely what 1s necessary
if the activity is judged successful or effective. Criticsal
incidents represent only raw data which must be tabulated
and classified into some framework so that the information
will become useful in defining the requirements of an

act iVityo 13

12
John Flanagan, "The Critical Incldent Technique,™
Psychological Bulletin, LI, No. i (July, 1954), p. 335.

13
Ibido, ppo 327“358.
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A brief reflection on the preceding studles revealed
that some research action has been directed to the identi-
fication of teaching behaviors. In the Commonwealth Study
a review of the literature noting teaching activities was
verified by a large number of teachers attending summer
schools., The designated behéviors were classified into
seven areas of activity. Miltzel in directing the research
for the Colleges of New York City used six teams of two
persons to observe 49 teachers during twe, half-hour inter-
vals, The Cornell technique of using a score card and
checking observed behaviors at S-minute intervals was used.
No report has been published as to the nature or classifi-
cation of observed behaviors.

The critical incldent technique as used by Merritt
invelved teachers' reports as to what they considered to
be effective and ineffective incidents, Effective and in-
effective behaviors were then sbstracted from the incidents
and classified into behaviors relating to certaln curricu-
lum areas. Another variation of Flanagan's technlique was
used in the New England School Development Council project.
"Research experts", by using individual and group inter-
views, obtalined incidents of highly effective and ineffec-
tive behaviors. - These behaviors were classified Intc areas
of expected teacher behaviors. Whether researchers have

approached the problem of identifying teaching behaviors
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by classroom observations, a validated survey of the liter-
atures, written reports from selected teachers, of the
interview method, observation of the actual classroom
teaching situation by qualified observers and recalled in-
cidents by teachers or supervisors appeared to be promis-

ing means of ildentifying teaching competency.

Experimental Studies Related to Methods of Instruction on

the College Level

As noted in the beginning of thils chapter a review
of the literature must encircle a second area of activitye-
instructional experimentation on the college level;

The literature on the subject of college methods of
instruction was found to be replete with theoretic discus-
sions and treatments. In 1928 Carter V. Good assembled a
bibliography of 245 references on éollege teaching from
the educational literature for the preceding 10 years.
However, only about six references were clited whlch Iin-
volved controlled expe:1:-:!.mentat.’n.on.:LLL This bespeaks of the

volume of recorded opinions in comparison to the less

common experimental evidence,

Ll
Carter V. Good, "Bibliography on College Teaching
with Special Emphasis on Methods of Teaching." Studies in
Education, Sixteenth Yearbook of the National Society of
College Teachers (Chicago: Universlty of Chicago Press,
1928), pp. 66-96.
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The aim of this retrospective review was not to set
up criteria and judge the wvalue of previous studies but
rather to present objectively what has been recorded in the
literature. It was hoped that a large compilation of stud-
ies, with compensating strengths and weaknesseé, might serve
as an sccurate historical perspective of the progress human
inquiry has made in the investigation of instructional
procedures.

Studles were selected that involved two or more
methods of teaching on the college level in controlled ex-
perimentation. The related studies extended beyond the
area of teachér education for two reasons. Very little ex-
perimental evidence was available implicating instructional
procedures in professional courses. All experimental re-
search relating to teaching methods on the college level
will have impllcations for teacher educatiom.

To facilitate clarity and progression of experimen-
tation, the reviewer deéided to organize this unwieldy mass
of material chronologically wlthin a basic framework. The
captions of the outline, or framework, were Intended to
serve as a guide in the selection of data that were thought
to be pertinent in developing a hlistorical perspective re-
lated to the proposed problem. If the specific date of the
experiment was not recorded, the publication date was used

as a time indicator. The cardinal number in the first
column will facilitate references to specific studies in

the subsequent discussion of general observations.



Year

Who, Where, Sampling#

Purpose

Teaching Methods

Findings

192L
1.

1925
2,

3.

Charles Bane
University of Iowa
83 students

History of Education

Ee Co Beck

Nebraska State
Teachers College
1925=73 students,
1926-66 students
Freshman Composition

Norma Scheidemann
University of Iowa
231 students

Elementary Psychclogy

To discover whether lec-
ture or class discussion
was more effective way to
encourage retention of
subject matter

To compare the efficiency
of the conference and non=-

- conference methods of

teaching Freshman Compo-
sition

To determine measurable
difference of achievement
in elementary psychology
as a result of two methods
of instruction

# Reference sources are cited in bibliography

Lecture vs. class discussion
- student kept account of
readings - objective imme-
diate and delayed tests = 26
pairs of students = same in-
structor

Conference vs, nonconfer-
ence - pre-& post-test -
no text - weekly themes =
procedure same except for
student readers who met
with instructor and with
each student 15 min. per
week

1)Lecture conference - 6
weeks unit outlines of
lectures and required pre=
parations - 2 lectures +

1 conference group weekly.
2)Individualized instruc=-
tion ~ voluntary conference
- no lectures = 2 hrs. study
in classroom weekly = unit
outlines - different in-
structors - objective tests.

Lecture more effec=
tive for immediate
recall = discussion
more effective for
retention of subject
matter - discussion
averaged 70 pages
more readings

Both 1925 and 1926
experiments indicate
that conference
method was Wiruly
better® for freshmen
than the nonconferw
ence method

No difference in
relative effective-
ness of two methods

A



Year Who, Where, Sampling

Purpose

Teaching Methods

Findings

Lhe Donald Barnes
University of Oregon
413 students -

3 quarters
English History

S. Victor Morris
University of Oregon
2 sections of
Principles of Econom-
ics

6. R. D. Davis
University of Oregon
2 sections for 2
quarters
Unified Math

To throw some light on the
value of quiz sections in
the teaching of history

To improve teaching
methods in Principles of
Economics by teaching 2
sections by different
methods

To determine the relative
effectiveness of 2 dif-
ferent methods in the
teaching of an elementary
course in college math

1)Lecture - 3 lectures per
week (3 hours credit)
2)Lecture and quiz ~ 3 lec-
tures + 1 quiz session to
straighten out unclear
points (4 hours credit) -
same instructor - objective
test

1)Lecture - instructor

featured topical order of
text assignment

2)Problem project - lecture
eliminated - material pre-
sented through specific
economic problems

1)Lecture~recitation = lec=
tures, textbook assignments

daily - portion of each class

devoted to discussion
2)Individual supervised =
class period used for super=
vised study closed with stu-
dent summary, same text,
instructor = final examin-
ation

Mean gain of 2,17 in
favor of lscture -
does not support the
value of quiz ses-
sion or extra credit
hour

Superior gain for
problem project -
neither method better
adapted to students
with below average
I.Q. than to stu-
dents above average

Difference not clear=
1y established

2) more effective if
criterion is stand-
ardized test and less
effective if criter=-
ion is instructorts
grades

an



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

1928
Te

1929
9e

Howard Longstaff

University of
Minnesota

990 control

750 experimental

General Psychology
2 quarters

Mary Shirley & Kate
Hevner

University of
Minnesota

226 gtudents 6 classes

Elem. Lab, Course in
Psychology

A. R, Eikenberry

Manchester College

125 students in 3

- sections

Introductory
Psychology

To determine the effect
of method on the achieve-
ment of students and on
student attitudes

To evaluate a project
method of teaching by
comparing 2 groups taught
by this method with 2
groups taught by same in-
structors under same con-
ditions by routine method

To develop experimental
instructor attitude ~ to
evaluate a library method

of teaching - to encourage

wider reading

1)Lecture quiz - lecture to
300 to 500 students twice a
week by senior professor, 1
period quizzing and discus-
sion by assistants - 30 to
60 in group

2)Lecture ~ lecture twice a
week - pre-and post-tests =
matched pairs

1)Project method = routine
experiments done to collect
material to be used later
in own projects - projects
reported to class

2)Routine method - performed
assigned experiments - ob-
jective exams and question=
naires used as measures for
both methods

1)Control - lecture, discus-
sion, recitation + outside
reading, 6 objective tests
given both classes
2)Experimental - 6 problems
given to students, written
reports before class dis-
cussion = library period
with instructor available

With respect to
final both grade
methods are equally
effective

No difference in
student attitudes
between the 2 methods
employed

1) consulted students
interest and gave stu-
dent satisfaction ~

no difference in
amount learned or
effectiveness with
superior, average or
inferior students

Median for experiment-
al group exceeds that
of control group =-
students favor exper-
imental method and
want to try it again

61



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

10.

11.

12,

Gertrude Shipley

Maxwell Training School

383 students - 2 sem-
esters = 13 groups

Principles of Educa-
tion

Howard Taylor

Oregon University

177 students in 3
sections

General Psychology

Harold Tuttle
Oregon University
123 students

43 pairs

FEducational Psychology

To determine if 1 of 3
periods were devoted to
small group study and dis-
cussion it would reduce
extra class study and
yield academic results as
measured by objective
tests

To get evidence of the
feasibility of such
programs of study

To determine whether lec-
ture plus quiz was more
or less effective than
project plan in which the
student worked out his
conclusions unaided by
lecture

1)Discussion - 3 weekly
discussions of syllabus
topics

2)Small group discussion and

guided study - 2 periods
digcussion + 1 period group

(5 or 6) study or discussion

1)Lecture =-(2 sections 37
& 10L) conventional lecture
procedure

2) 1 section of independent
study (36) - no lectures -
students reported to refer-

ence library « work from

syllabus « instructor avail=

able ~ capable students
chosen -~ 3 instructors
involved

1)Lecture-quiz - 2 lectures
+ 1 quiz a week

2)Project method ~ met 3
times a week, syllabus of
16 topics divided among L
comnittees - group reports
growth measured by a test

Experimental group
did as well as con-
trol group on objec-~
tive tests - students
favored 2) for per-
sonal values and re-
duction in extra
class study

Independent study was
little handicapped by
loss of lecture -
important factor is
the student and what
he does with his

time

2) appeared better
for students of su-
perior intelligence
than for those of
lesser ability =~
difference of 5.3
favored 2) and
students favored 2)

05



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

1930
13.

15.

Clyde Gwinn
Middle Tenn. State
Teachers College
98 students
College English

H. H. Remmer
Purdue University
113l students

58l pairs
Elementary Psychology

Clarence Smeltzer

Ohio State University

3 exp, and 3 control
sections

Educational Psychology

To determine relative ef-
fectiveness of Question and
Answer vs, Lecture Method
in Teaching a Unit of
College English

To measure relative a=-
chievement, effort, and
attitudes of students under
2 different methods of in-
struction and to determine
instructional costs of

each method

To evaluate an attempt to
involve not only teaching
method but motivation and
individual differences

1)Q & A = restricted to ask-
ing and answering of ques-
tiong by students and
teacher - outline followed
2)Lecture - telling or
demonstrating lesson withe
out seeking student re-
actions

Pre-& post-~tests « one
instructor selected by
questionnaire

1)Lecture - 125 students,
3 times a week
2)Recitation = 35 to 4O
students, 3 times a week
3)Lecture~recitation -~ 150
to 170 for lectures twice
a week * L recitation
groups once a week

1)Experimental - work of
week discussed Tues., Wed.,
and 1 hr. on Thurs. followed
by objective test which was
graded on Thurs, « A & B's
excused on Fri. Mon, the re-
mainder had review retest on
Mon., Handled by "interview"
method . :
2)Formal lecture - not or=-
ganized into units - all
students came Fri. & Mon, -~
no interviews

Students of average
I.Q. profited more
from 1)

Superior and lower
I.Q.'s seemed to
acquire more by 2)
Immediate learning
and retention
higher under 2)

Learning of abler
students about equal
Students favor 2)
but 1) and 3) save
$2,500 to $3,000 per
semester

Adjustment of course
to individual differ-
ences, motivation &
orientation with
reference to progress
& difficulties does
have a distinct
effect on learning

TS
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

1531
16.

17.

18.

Albert Brown
University of Iowa
60 exper.
120 students
30 exper.
30 control
Psychology Course

Genevieve Ryan

George Washington
University

110 students

Educational Psychology

Jo L. Shannon

Indiana Teachers
College

71 students

Principles of Secondary

Bducation

Measure the value of a set
of procedures believed
suitable to a large group
by comparing the achieve~
ment of large group with
small group - taught by
usual type procedure

To study relative values

of independent study and
class instruction at
college level - to dis=
cover when exemption from
class is advisable = to
ascertain the efficiency
in relation instructor time

To get some facts to sup=
port or reject the present
criticism of the lecture
method of college teaching

1)Guide sheet study units
(1 large & 1 small sec=
tion) ~ guide sheet each
day with small squad discus=-
sion (5) for 25 min. then
whole group discussion by
instructor
2 )Lecture-discugsion,
according to instructor's
concept of the method~ .
equated groups by placement
tests

1)Independent study - no
class attendance - freedom
to consult instructor in
conference

2)Class instruction = class
2 hours a week, both sec-
tions had same tests and
guide sheets

Lecture vs, library assign-
ment = L topics - group 1
was sent to library for
topics 1 and 3 and lectured
to for 2 and L = procedure
in group 2 was reversed,
objective test followed
each topic - same instructor

ﬁarge experimental
excelled control and
small experimental

Students liked large
section study units

Students on all
levels of intelli-
gence profit from 1)
1) required less
student time
Achievement of con-
trol group (2) higher
but required more
time

Lecture method was
superior especially
with less able stu-
dent

es
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

1932
15.

1933
20,

193k
21,

22,

J. R. Gerberich,

K. Warner
University of Arkansas
110 students
American National

Gov.

George Hartmann

Pern State follege

2 sections

Flem. Educ. Psychology

Stephen Corey

University of Nebraska

165 students

Freshmen Orientation
Course

Edward Greene
University of Michigan
648 students

over 6 yr. period
Elementary Psychology

To determine relative in-
structional efficiencies

To determine the effect
of difference in teaching
time upon student ability

in an academic subject

To judge the effectiveness
of two methods of teaching
on ability to recall sub-

ject matter

To determine effective-
ness of 3 ways of present-
ing material to college

students

Lecture vs. discussion, the
discussion was designed to
integrate subject matter
without recourse to formal
lecture =~ pre and post tests

One class met 3 hrs. wk.,
the other met 2 hrs. + 1 hr,
for outside reading - same
books, experiments, syllabus
and pre~- and post-tests

Lecture vs. reading - same
material, one in printed
form and the other lecture =
no note taking - gimilar
groups {0+S.P.E.) = same
test given immediately after
lesson and 14 days later

Lecture, guided reading, and
unguided reading with and
without notes--lecture and
guided reading used questions
and same material -~ immediate
and delayed tests, equated
groups

Superiority of above
average in lecture

and below average in
discussion - lecture
superior as means of
liberalizing thinking

No statistically sig=
nificant differences
were detectable

Immediate recall is
better for reading
than lecture =~ no sig-
nificant difference
after delay - upper
quartile (0.SePeE.)

do better on reading
than lecture

On both the immediate
and delayed recall
tests, the guided
reading was superior
to either of the
other methods

€5
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Purpose

Teaching Methods

Findings

1936
23.

2k,

1939
25.

1540
264

William Bernard
Taylor University
L46 sophomores

Educational Psychology

Edward Degering
Purdue University
165 students

i groups
Chemistry

Thomas Steen

Columbia Junior
College

59 students

Psychology

Kenneth Clark
Ohio State University
2 classes

Educational Psychology

To determine the effec-
tiveness of 2 different
methods on two classes and
on the same class situa-
tion

To determine the effec=-
tiveness of two methods
of teaching organic chemm
istry

To determine whether in-
dividual laboratory method
of teaching physiology is
measurably superior to
lecture~demonstration
method

What method of teaching
is more effective in re-~
lation to academiec
achievement and social
objectives

1)Lecture = met 3 times a
week

2)Group study =~ met with
instructor once and then
in groups of 3 to 5 twice
a week = procedure re-
versed after 8 weeks =
objective exams

Laboratory work va. lecture
demonstration ~ same mater-
ial covered and same quiz=-
zes used

1)Lecture~demonstration -
met 3 times a week
2)Individual Laboratory -
net twice a week for lecture
-~ one 3 hour period for in-
dividual laboratory - same
instructor

1)Lecture~discussion - em~
phasis on achievement
2)Laboratory workshop pro-
gram - emphasis on sociali-
zation in committees and
informal classroom atmos=
phere -~ factual tests *+
observations + test of
campus information

Difference was so
small that it failed
to demonstrate the
superiority of one
method over the
other

Demonstration method
is as effective as
laboratory method
and costs about

1/5 as much

1) definitely super=
ior method in the
case of high ability
students ~ students
of limited ability
profited from 2)

Superiority of 1) in
achievement - super=
jority of 2) in so=
cialization but
doesn't affect stu-
dent's behavior out-
side class

s
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Purpose

Teaching Methods

Findings

27,

1941
28.

29,

30,

Leslie Zeleny

Minnesota State
Teachers College

5 experiments 68 prs.

Sociology Course

John Barnard

New York University
382 students 6 sec.
Science Course

Mark Karp

N.J. State Teachers
.College

92 students L sec.

English Composition

Paul Rickard

Northwestern Univer-
sity

1kl students 3 sec.

Fundamentals of Speech

To discover if greater
participation in group
method does make more

change in personality

than traditional class
instruction

To compare lecture-~demon=
stration vs. problem solv-
ing method in respect to
achievement in (1) specific
information, (2) generali-
zation, (3) scientific
attitudes and (L) problem
solving skills

To evaluate 2 methods of

teaching college freshmen
the mechanics of English

Composition

To determine the effec-
tiveness of group discus=
gion in the teaching of
factual content

1)Student led discussion
(divided into groups of 5)
2)Traditional lecture-reci-
tation - same instructor,
Bernreuter Personality
Inventory - measured verbal
participation

1)Lecture~demonstration -
conventional approach

2 )Problem solving - students
encouraged to formulate
major problems and to carry
out learning activities to
solve problems

1)Individualized - 3 times
a week for 10 mimites with
instructor

2)Group instruction - 3
times a week for 50 mimutes
- Cooperative English Test,
forms P, O.

1)Discussion with instructor

leader,

2 )Discussion with student
leader, and

3)Discussion and lecture

Slightly more knowl-
edge acquired by 1)
- also more social
adjustment, social
responsibility, and
student preference

1. 1) superior es-
pecially low for I.Q.
2. neither superior
3. 2) superior = es=
pecially low I.Q.

L. 2) superior - es=
pecially high for 1.Q.

Both groups made re-
liable gains = higher
I.Q. made greater
gains in 1) while
lower I.Q. profited
in 2)

1) and 2) superior to
3) = 1) superior to

2) - discussion method
has greatest superior=-
ity in case of infer-

alternating - textbook =~ pre- ior student

and post-test ~ geveral in-
structors

a5
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Purpose Teaching Methods
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1942
31,

32.

1945
33.

Paul Kahn

College of City of
New York

80 students

College Biology

Herbert Thelen

Oklahoma Agr. & Mec,
College

60% of freshmen

Freshmen Chemistry

John Hohlfeld
Ursimas follege Pa.
134 students 56 prs.
Freshman Spanisgh

To compare relative effec= 1)Individual laboratory ~
tiveness of the individual student experimented
demonstration and individ- 2)Individual demonstration
ual laboratory methods with = instructor experimented =
respect to acquisition and immediate and delayed test
retention of factual infor-

mation

To describe a correspond- Both sections had two 1

ence between modification hour lectures-pre-med-post

of instruction and modifica~ test

tion of outcomes - to form- 1)Control - laboratory

ulate a general theory of period - review and quiz

science education 2 )Experimental = no mamal
and students wrote up ex~

periments

To evaluate the relative
effectiveness of learning
the Spanish language by
two procedures of teaching

language according to gram-~
matical logic

1)Textbook method - analyzed

2) superior as to ac=
guisition and reten-
tion of subject
matter - 2) favored
by lower I.Q. and
science majors

No difference in re-
sults under the two
methods ~ correspond=-
ence between nature
of learning exper-
iences and consequent
learning

Both made significant
gains =~ oral aural
abilities of experi-

2)0ral-aural-analyzé language mental group showed

according to function - uged increases over con-

audio visual aids

trol

95
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Purpose

TeachiqgﬁMethods

Findings

1946

19L8
35,

36,

Harold Guetzkov

To evaluate three methods

University of Michigan of teaching in terms of

865 students

their effectiveness to ob=-

Introductory Psychology tain course objectives

Morton Asch

Mohawk College

12L students L sec.
General Psychology

Clifford Bush
Syracuse University
12 sections

General Education

~ Course

To evaluate the overall
effectiveness of non-dir-
ective teaching as to (1)}
knowledge of subject matten
(2) social attitudes, (3)
emotional adjustment

To discover whether words
and their meanings can be
taught in a general edu-
cation course, by what
method, and what factors
are related to vocabulary
growth

All students had one gener~
al lecture weekly + 2 meet-
ings involving

1)Recitation drill ~ in-
structor dominated ~ quiz
each meeting

2 )Group discussion = in-
struetor created atmosphere
- explored questions from
readings

3)Tutorial - no class ~ in=-
structor available for con-
ferences - wrote occasional
papers - cbjective examina=-
tion

1)Directive method =~ reading
assigmument with lecture ~
teacher directed discussion
2 )Non=directive method -
student wrote 1 reaction
weekly on any subject = no
quizzes ~ grade determined
by student - Li sections had
examination - one instructor

1)Isolated word attack
2)Direct attack - in con-
text

3)Directed reading

L4 }¥o vocabulary taught as
such = pre-~ and post-test »
groups equal in ability

No difference between
3 teaching methods
from the point of
view of educational
outcomes

l. Significant at 5%
level in favor of 1)
2¢ No significance =
both groups improved
on Sociel Distance

3. Significant ime
provement in 2) on
Minnesota Multiphasic
P. IO

Students deficient in
reading skills do gain
in vocabulary as re~
sult of taking remed-
ial work = no defin-
itely superior method
- group 2 had highest

mean gain w
-
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Purpose

Teaching Methods
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37.

38.

1949
39.

L0,

Volney Faw

Lewis & Clark College
102 students

General Psychclogy

Greta Delong

Wayne University
358 students

How to Study Course

William Coleman

Ohio State University
152 students

S‘t\].dy Skills (Ed. PSYO)

Rudolph Corvini

Church Related Liberal
Arts College

52 freshmen

Reading Program

To determine the amount
and kind of classroom par-
ticipation resulting from
2 kinds of teacher~student
relationships in classroom
discussion groups

To obtain evidence of the
relative effectiveness of
5 commonly used methods of
aiding students to improve
their study skills

To examine the effective-
ness of brief training in
study skills and underlin-
ing and outlining together
with factors retarding ime
provement

To devise a pattern for the
evaluation of reading im-
provement and to test the
self administering tech-
nique

The 102 met 2 periods as a
vhole for lecture and 2
periods in 3 different
discussion groups (student
centered, instructor cen~
tered, alternation of 2
methods) - same instructor

i)Nb trainin,

2)Distribution of literature

3) 1 lecture + literature
1) 15 lectures

5) 15 laboratory type lessons

6) 15 dull lessons on the

improvement of reading skill

1l)Control - no training

2 )Experimental groups met
once a week, one group
underlined and one outlined

Both experimental and control

groups had 3 weeks of word
attack and skills then self
administering group had 5

Student centered
approach significant
at 5% level for ine-
tellectual growth -
it was favored by
students and led to
greater student par-
ticipation

L) and 5) were most
effective ~ students
reported suggestions
about note taking,
review, and test=-
taking were most
helpful

Brief training re=
sulted in greater
gains for 2) = no
significant differ~
ence between under-
lining and outlining

Short term exposure to
self-administering
technique resulted in
no lasting improve-

weeks of practice eXercises ~ ment or changes in

evaluation included 7 tests
of significants between and
within the groups

scholastic ability

8s
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Purpose

Teaching Methods
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Li,

L2,

L3,

Arthur Delong

University of Michigan

i sections
Social Science

George Fersh

New York University

92 students

Introductory Social
Studies

Ewell Fowler
Eastern Illinois
State College

90 students
Industrial Arts

To determine effectiveness
of two methods of teach=~
ing social science with
respect to developing
social attitudes, stimu-
lating interest, and en-
couraging clags partici=
pation

To obtain a scientific
evaluation of the degree
to which a newly developed
course based on problems
approach was achieving
objectives

To ascertain the relative
effectiveness of operation
sheets and process models
in teaching benchwork on
college level

1)Subject matter - infor-
mation in terms of students!
future needs ‘ .
2)Interests method - infor-
mation in terms of students!
present needs and abilities
- measuring tools, scale of
beliefs, observations, con-
tent examinations, course
rating scales

Traditional vs. problems
approach - pre- or poste
tests designed to measure
social beliefs, social
values and ability to in-~
terpret data

1)Operation sheets = job
assigmments found in books
2)Process models = job
assigrments keyed to 3 di-
mensional process models
showing sequential order of
the operations involved

2) is superior to
method 1 but its
superiority is dew=
pendent on the
ability of the
teacher to teach by
method 1)

Problems approach
showed significant
gains in social be=-
liefs and values

Operation sheets su=
perior in regard to
acquiring information
and skill in labora=
tory work and in-
structor time - no
difference in regard
to economy of mater-
ials
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Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

1950
L5,

L6,

Ray Maize
University of Purdue
149 students ~-

2 sections
English Composition

Russell Jenkins
Michigan State
22L students

8 sections
Written & Spoken
English

Barry Jensen
Miami University

115 students Ul prs.
Elementary Psychology

To determine which method
(1) teaches students habits
of language application

(2) requires more effort
on the part of the in-
gtructor - to discover
factors related to success
course

To discover relative ef=-
fectiveness of two methods
of teaching skills and
knowledge of communica-~
tion within limits of
Basic III course objec-
tives .

To study efficacy of
methods of instruction in
relation to objectives
other than knowledge (in-
terests) and to devise a
means of evaluating pro-
gress in terms other than
knowledge

1)Language by experience -
more written themes (26),
read by committee, class
work dependent on needs

2 )Gramar drill - textbook
drill and weekly theme read
by instructor (1h) = pre=~
mid and post-test -« equated
by ACE and original theme

1)Traditional - instructor
dominated lecture, question
and answer period

2 )Counsslor-advigor = in~
structor as resource per-
son, created learning sit-
uations, group work

1)Independent study - stu=-
dents given outline and
opportunity for conferences

2)Class attendance ~ lectures

1) showed signifi-
cantly larger gains
on all measures e¥-
cept vocabulary =
changes for low=-level
students slight by
both methods

No significant dife
ference attributed
to method = 2)
showed slight gain
in speech skills =
1) showed slight
gain in writing
skills

No significant dif-
ferences attributed
to method - no dif-
ference in progress
between under and
over achievers - 2)
required more in-
structor tinme

09



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

L7e

L8.

L9.

50,

Thecdore Landsman

Syracuse University

126 students

Human Development and
Learning

Robert Maurer

California Polytechnic
College

33 students 11 prs.

Remedial Reading

Maurice Richards
University of Missouri
6 sections

Mechanical Engineering

Shirley Ullman
New York University
150 freshmen

To determine the differ-
ences between 2 types of
teaching in respect to (1)
knowledge (2) personality
development (3) student
preference

To determine the nature
and extent of the differ-
ences that result from
individual and group
training in reading

To discover the effect of
emphasing time in the
teaching of engineering
drawing

To compare effectiveness
of two different reading
training methods upon

Freshman Reading Course college freshmen

1)Student centered = begin
with students, create atmos=-
phere, attendance voluntary
-~ mid test not scored - used
for study purposes
2)Syllabus centered - weekly
assignments measured results
by M.T.A.1., Rorshach, and
autobiography

1)Individual - class lectures
+ individual practice with
SRA Reading Accelerator
2)Group - lectures on advan-
tages of efficient reading +
reading improvement courses

Time (experimental factor)
ugsed in twofold manner -
instructor emphasized the
importance of time in making
drawings and premiums based
on the quantity of work done

1)Reading rate controller -
instrument

2 )Speeded reading - without
instTument = 5 weeks train-

iné
3)Control Group - no in=-

struction = pre- and posgt=
tests

No significant dif=-
ference between the
methods in regard to
knowledge, person-
ality development, or
student preference

1) had advantages both
emotionally and in
terms of reading re-~
sults

No significant dif-
ference in technical
information =~ slight
drawing skill in
favor of 'time' group
and students favored
this approach

1) produced genuine
gaing in rate and
comprehension and was
superior to 2) - both
1) and 2) made great=-
er gains than 3

15



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

51,

1951
52.

53.

Sk

Irwin Wladaver

New York University

2 sections U6 prs.

Descriptive Geometry

Duncan Gillies

San Francisco State
College

Home & Family Living

Richard Husband

Iowa State College

1700 students 6
quarters

Elementary Psychology

Donald Johnson

To evaluate the relative
effectiveness of two major
gystems = plane-trace and
edge-view

To determine if different
method of teaching the
course lead to differen-
tial amounts of change in
behavior

To compare large lecture
and small lecture =~ dis=-
cugsion method of teaching

To study the effective-

Michigan State College ness of democratic leader-
62 students matched in ship

i sections
Beginning Psychology

Place-trace vs. edge-view =

3 quizzes * final objective
examination

1)Conventional lecture
2)Seminar - students pre-
sented the material
3)Combination of lecture,
discussion, guest speaker,
audio visual, and problem
solving pre~ and post-test
- Bell Adj. Inventory
Mooney Check List + student
evaluation

1)Large lecture = 140 to
320 students

2)5mall lecture ~ lecture *
group discussion, Guizzes
and final examination -
same instructor

1)Lecture-discussion - groups
2)Democratic ~ instructor re-

cognizes expressed needs of
group - listens and clari-
fies = decreases leadership
role = students decided
class procedures, pre~ and
post-measurement of demo~
cratic attitudes and
achievements

Edge=view system had
more favorable effect
than plane-~trace on
student learning

Changes in behavior
took place but no one
method was definitely
superior = 2) seemed
slightly superior

1) averaged 3 points
higher than 2) for six
quarters

Democratic attitudes
did not change signi=
ficantly in any of
the classes = high
achievers rejected

the democratic process
and focused upon obe-
jective of making
good grades

c9



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

55.

56,

57.

John Mason

Michigan State College

171 students
Biological Science

Wilbert McKeachie

University of Michigan

About 240 students
General Psychology

Harry Ruja

San Diego State
College

190 students L sec.

Introduction to
Philosophy

General Psychology

To discover relative ef=-
fectiveness of the scien-
tific thinking and des-

1)Scientific thinking =
mimeographed lectures and
guide used in laboratory

criptive method of teaching period designed to teach
in lectures and laboratory habits of thinking

sessions

To see if the prediction
that students anxiety is
heightened or reduced by
the instructors' teaching

behaviors

To measure instructional

outcomes in regard to
mastery of knowledge,

emotional and social ad-
justment, and attitude

toward instructor

2 )Descriptive method -
lectures stressed facts
and principles of science=-
demonstrations in labora-
tory

1)Discussion - instructor
was chairman and summarizer
= monthly essay test

2 )Study=-tutorial -~ instruc-
tor brought references and
encouraged students to work
at own pace =~ took L week
mid-term

3)Recitation - brief lecture
- mostly questions and
angwers - weekly test

1)Lecture - continuous dis-
course by instructor

2 )Discussion = inter-change
of questions and answers by
students - pre- and post-
tests

Both methods effec-
tive in teaching
factual content =~

1) was more effective
in teaching certain
abilities inherent
in scientific think-
ing

Students preferred 3)
- scores on examina=-
tion for 3) were sig-
nificantly higher
than 2) ~ while anx-
iety is motivating
force, it inhibits
performance if it
camot be resolved

1) superior for sub-
ject matter mastery =
2) superior for learn-
ing names in class

and attitude toward
instructor

£9



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

58,

59.

1952
60,

61,

Gerald Wieder
Brooklyn College
Ly groups
Psychology

Lauren Wispe

Harvard University

160 students 8 sec.,

Elementary Course in
Social Relations

Lua Bartley

University of Michigan

72 students
Beginning Tennis

Robert Bills

University of Kentucky

52 students
General Psychology

To study effectiveness of
methods of teaching in
modifying attitudes asso=-
ciated with racial, relig-
ious, and ethnic prejudice

To find out general ef=-
fects of directive and
permissive teaching, the
reactions of students, and
variables related to stu-
dent examination perfor-
mance

To determine difference in
amount of learning in
tennis when 2 different
methods were used

To discover whether there
is a difference in student
understanding as a result
of lecture-discussion or
student-centered method

1)Non directive ~ used some
group therapy
2)Lecture~demonstration
3)Control - no instruction ~
3 objective examinations,
same instructor - used

Calf. Pub. Opinion Study

1)Directive - subject cen-
tered, highly structured
2)Permissive - student cen-
tered, informal - 8 instruc-
tors and 2 observers cate-
gorized aspects of behavior
in each section = pre- and
post- content test

1)A11 instruction on the
tennis court '

2)Uses classroom and court
alternately

3)Control -~ no instruction,
growth measured by L skill
tests and 1 content test

1)Lecture for entire semes=-
ter

2)Lecture first half and
student centered the second
half - 4 objective tests

No significant dif=
ference on objective
tests for 1) and 2)
- 1) effected social
attitudes and in-
creased self insight
more than 2) or 3)

Students preferred 1)
in preparation for
examinations - 1) was
more suited to lower
I.Q. = students who
chose 1) appeared in=
secure and dependent

No significant dif-
ference between 1)
and 2) on final
scores yet 1% level
of significance be-
tween 1) and 2) as
opposed to 3)

Same amount of texte
book material learned
- 2) produced more
positive student
attitudes and student
preference

19



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

62,

63.

6l

Lorraine Gibb and

. Jack Gibb
University of Colorado
912 students 11 sec.
General Psychology

Gerald Haight and
Warren Schmidt

Springfield College

110 students in 3
course sequence in
Psychology

Roy Nelson
Colorado A & M
116 sections
Public Speaking

To determine the effects
of the use of Mparticipa-
tive action" as a teaching
device in the first course
in psychology

To determine whether
teacher or group centered
classes are preferable for
learning of content when
students choose method and
one class is not required
to take examinations

To compare L methods by
measuring changes in
speakér confidence, criti-
cal thinking and communi=-
cation effectiveness as
rated by 3 judges

1)Participative action -

extensive use of buzz session

2)Lecture discussion - ine
structor played diminishing
role in decision of groups

and gave experience in group

goal setting

1)Teacher-centered, instruc-
tor presents material -~ ini-

tiates questions and evalu-
ates students

2)Group centered - instructor

moderates the discussion-

shares with student responsi-

bility for discussions and

evaluations - Harrock-Troyer

Test given after 3 quarters

1)Speeches are progressively

more difficult

2)A11 argumentative speeches

3)Variety of speeches
li)Same as 1 except all stu~
dents restricted to same
topics

No difference in con=-
tent acquisition -

1) was superior in
regard to role flex=
ibility, self in-
sight, leadership and
likeability ratings

When student chooses
the method of instruc-
tion and when the
group centered class
is not required to
learn subject matter
for examination there
is no significant
difference between
classes or knowledge
of subject matter at
the end of 3 quarter
sequence

Gains for each of L
methods was statisti=-
cally significant for
all three criteria

99
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

65,

1953
66.

195k
67!

Ralph Wichstrom
University of Iowa

27 students 2 groups
Physical Education

John Smith

Ohio State University
178 students 6 sec.
Educational Psychology

Albert Eglash
Michigan State College
2 sections

To determine whether the
whole method or the whole-
direct repetitive method
was more effective in
teaching tumbling stunts

1)To evaluate the course
outcomes

2)To determine the rela-
tionship of instructional
activities to outcomes
3)To identify student
traits related to course
outcomes

To compare group discug-
sion and lecture methods
with reference to achieve-

Introductory Psychology ment and student reactions

1)Whole method = stunt de-
monstrated and then describ=-
ed in detall - demonstrated
again

2 JWhole-direct repetitive -
first part demonstrated and
described - everyone prac-
tices = repeat for 2nd and
3rd parts

Lecture vs, non lecture ~ 3
sections received a series
of 9 lectures from senior
professor while other 3 sec=-
tions had usual discussion
with graduate assistants -
pre~ and post-tests used
student attitude survey and
teachers' Self=-Analysis
Checklist

1)Discussion = groups of 6
which decided topics and
evaluations -« instructor's
role was one of listening
2)Lecture - conventional in-
structor dominated = same
reading assignment and
examination

1) was superior to

2) for teaching tum=
bling stunts both on
elementary and inter=
mediate levels of
difficulty

No discernible dif-
ferential consequences
of two methods - cum.
pte bre. and pre-test
were found to have
highly stable rela=-
tionship with post~
test = positive rela~
tionship between
class rank and a-
chievenent

Achievement on course
content was not signi-
ficantly different -
morale of lecture
class was significant-
1y higher than that

of discussion group

99
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

68.

69.

70.

Albert Felano

Penn., State

300 students 12 sece.
Mathematics 55

Owen Stallard
Purdue University
130 men 3 sec.
Beginning Speech

Gustave Timmel
Cornell University
2 sections

Mental Hygiene

To £il1l the gap in re=-
search as to what consti-
tutes effective math in-
struction

To discover if the use of
the magnetic tape recorder
would improve the effec-
tiveness of the vocal de~
livery in the extemporan-
eous speaking situation

To discover whether change
in personal adjustment
occurs as result of course
in mental hygiene - to dew
termine effectiveness of
project and lecture methods
of instruction

Methods differed in amount

of student participation (1)
involved student as listener

(2) involved student as par-

ticipant ~ measured by exam=-

ination

1)First 15 min, of 2nd and
6th speeches were secretly
recorded

2)First 1 1/2 min, of 2nd
and 6th speeches recorded
secretly - 3rd, Lth, 5th
speeches recorded and
played back

3)Same as 2 except instruce
tor offered criticisms

Lecture vs, project instruc=-

tion - Minnesota Personality
Scale used in pre~ and poste

test - one instructor

Average achievement
of 2) surpassed aver-
age achievement pre=
dicted for them = 2)
is not clearly super=
ior but nothing is
lost in its use

Growth in articula-
tion favored 1) - use
of tape recorder did
not increase effec~
tiveness of vocal de-~
livery in extemporan~
eous speaking

No significant gain
in personal adjust-
ment = neither lec~
ture or project
method when used by
same instructor is
superior in achieving
improved personal
adjustment

L9



Year

Who, Where, Sampling

Purpose

Teaching Methods

Findings

11

1955
724

13

Richard Warren

Purdue University

2 sectlons 2 semesters
Elementary Physics

Monieca Bainter
University of Wisconsin
2 sections

Physies 150

Harold Burke

Boston University

250 students

Freshman Orientation
Course

To study the effect of a
variation in the propor-
tion of lecture-demonstra-

tion to recitations in

teaching elementary physics

1) 1 lecture demonstrations
to U4 recitations
2) 2 lecture demonstrations
to 3 recitations

To ascertain the effective~ 1)Traditional = scientific

ness of traditional and

apparatus used according to

problem solving technique in a manual procedure
physic laboratory designed 2)Problem solving - orderly
for prospective elementery method of applying inductive

teachers

To discover the effec-
tiveness of two methods

to help students to adjust
to college living and to
augment educational voca-

tional planning

and deductive reasoning to
problems = verbal and per-
formance tests

1)Group_centered ~ small
work groups of L to 7 stu-

dents, course content and
plans communicated through
a steering committee
2)Instructor centered - he
sets goals = no evaluation
encouraged

Equally effective for
average ability stu-
dents ~ superior
students preferred

2) while it was un=

popular with low L.Qds

Neither 1) or 2) su~
perior in teaching
facts, generalizations,
or laboratory skills
~ 2) was superior in
helping the student
to apply the princi-
ples of physics in
interpretation of
social and physical
phenomena

Teaching methods
have limited effect
on adjustive behavior
- causal factors in
college adjustment
appear not to rest

in instructional
methods

89
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Purpose

Teaching Methods

Findings

he

750

76.

Francis Deigman
Bogton University
130 students
Psychology Course

William Farquhar

University of Minn-
esota

6 sections

How To Study Course

John Krumboltz

University of Minn-
esota

6 sections

How To Study Course

To determine effectiveness
of 2 different discussion
methods on student's learn-
ing of psychology and in
bringing about changes in
emotional adjustment

To compare 3 methods of
teaching in terms of know-
ledge of course material,
student change in report
of behavior, and student
preference

To discover whether dif-
ferent motivational out-
comes were associated
with 3 different methods
of instruction

1)Student centered discus-
gion - students initiate and
carry on discussion topics
2)Teacher centered discus=
sion -~ instructor chose
topics ~ both 1) and 2) met
for one weekly lecture =
obgservers rated verbal be-
haviors

1)Student-centered - empha~
sis on emotional aspects =
student committees

2 )Instructor centered ~ em=~
phasis on intellectual as-
pects = lectures
3)Eclectic~dual emphasis =
class recordings checked
and student rated roles of
instructor

Same as preceding experi-
ment as both researchers
used same instructional
techniques

Follow~up test one
semester later re=-
veal no significant
difference between 1)
and 2) = method 1)
was rated higher by
the students

No difference in
method as to student
preference and final
examinations - stu-
dents who preferred
2) increased their
self ratings on Sur-
vey of Study Habits
and Attitudes

On motivational out-
comes students in 3)
scored highest and 1)
lowest =~ liking for
a course seemed to
have little relation=-
ship to motivational
outcomes

69
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

17.

78,

79

F, G. Macomber

Miami University

Several University
Departments

Ralph Norman

University of Minn-
esota

56 gtudents

Engineering Drawing

Martin Slomowitz

New York University
52 graduate students
Counseling Psychology

To determine effectiveness
of television lectures in
large class as opposed to
small class lecture dis~
cussion procedures

To determine the effec-
tiveness of 2 methods of
instruction with reference
to orthographic drawing,
instrument drawings, and
free hand drawings

To compare the personality
changes and content a-
chievement gains that
occurred in a non direct-
ively-oriented setting
with those of a problem
oriented setting

1)Closed circuit television
- lecture large group
2)Small group ~ lecture
discussion

1)Students learned ortho-
graphic principles through
free hand and then proceeded
to instrument drawing
2)Students made all their
drawings with drawing in-
strument

Non directively oriented vs,
problem oriented group = 2
instructors - pre- and post-
test of content alsoc used
Rorshach Test

Other things equal =
students prefer small
group sections - ac=
Quisition of subject
matter not adversely
effected by television
lecture

Test at end of exper=-
iment was significant
at 1% level in favor
of 1) - students who
learned principles of
orthographic drawing
through free hand
drawing were not
penalized with res-
pect to instrument
drawing

Content achievement
was gignificant but
not significantly
different ~ personalwe
ity changes were
minor - no signifi-
cant relationship be-
tween achievement and
personality changes

ol
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

80,

1956
81,

82,

John Ward

Minnesota University
2 sections

Physical Science

Rolf Larson

University of Connect=-

icut
li sections of juniors

Educational Psychology

John Johnaton
University of Missouri
106 students 38 prs.
General Electricity

To compare subject matter
achievement under two
different methods

To determine whether 2
methods of teaching were
equally effective in aid-
ing pre professional
teachers in changing their
attitudes toward children

To ascertain the relative
superiority of teacher
demonstration and shop
activities in teaching of
general elsctricity

1)Lecture~demonstration -
instructor assumed all re=
sponsibilities for proce=
dures

2)Group ~ students shared
in formulating objectives,
activities and grading
paper and pencil tests

1)Teacher dominated lecture
method

2)Student centered exper=-
ience centered method - pre-
and post use of MT,A.I. =

2 instructors each teaching
1) and 2)

1)Teacher demonstration vse
2)Shop activity - same in-
formational content and in-
structor -~ used Remmers
Scale for Measuring Attitude
Toward any School Subject

1) produced more ims
medjate results with
respect to under=-
standing principles -
2) produced longer
retained understanding
= upper and lower L.Qe
preferred 1) while
middle I.Q. favors 2)

A11 L sections, re~
gardless of teacher,
gained significantly
on M.T .A.I. -~ neither
method appeared su=
perior

1) was superior for
acquiring information
and cost less = 2)
was superior in terms
of instructor effort
- no difference in
terms of attitude
toward subject

Tl
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Who, Where, Sampling

Purpose

Teaching Methods

Findings

83.

1957
8l

854

Christopher Rafter
New York University
17 students
Physical Science

George Alterman
New York University
2 sections

Physics

Cecil Callarman
Oregon State College
L2 students

3 quarters
Secretarial Science

To compare two teaching
methods on basis of written
achievement and problem
solving behavior - to gain
insight into the thought
processes=problem solving

To determine the compar-
ative effectiveness of 2
methods of presenting
physics principles on the
ability of students to
apply the principles

To determine whether 2
methods of teaching be-
ginning shorthand produce
different results

1)Lecture demonstration -
formal discussions and de-
monstrations related to
principles inherent in the
course

2)Problem solving - cooper=
ative planning of experi=-
ments related to life sit-
vations - 18 class dis-
cussions taped

1)Theory - to demonstration
- start with statement of
principle and proceed to
illustrate and apply
2)Demonstration to generali-
zation - analyze applica-
tions and then formulate
theory - L pre- and post-
tests

1)Writing approach - prac-
tice, exactness and copying

2)Reading approach - emphasis

on reading plates

2) appeared superior
irregpective of
science background
and T.Qe = L or 5
months of guidance
were necessary before
students could in~
dependently solve
problems

2) superior to 1)
only with students of
little background in
physics - ability to
recall facts is
highly correlated
with ability to apply
principles to new
situations

Both methods produced
satisfactory results

« neither superior in
transeription accuracy
or dictation speed

2l
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86,

87.

88.

John Driscoll

Pennsylvania State
University

293 students

Survey Course in
Education

Earl Hepler

University of Missouri

6 sections
Enginesring

Eckhart Jacobsen

State Teachers College

Massachusetts
2 matched sections
Technical Drawing

To discover whether illus-
trated T,V, lecture was as
effective as lecture dis~

cussion

To ascertain the relative
effectiveness of 2 methods
of teaching involving the
sequential presentation of
orthographic projection
and pictorial representa-
tion

To compare the effects of
competitive learning ex-
periences and cooperative
learning experiences rela-
ted to achievement in
technical drawing

1)Lecture~discussion - 5
classes

2)Visual method - 2L in small
group = 123 in large class =
T.Ve twice a week supplement-
ed by motion pictures once a
week ~ pre-~ and post=test on
course material and U,T.A.T,

1)Orthographic projection
followed by pictorial pre=-
sentation

2 )Reverse of No, 1

1)Competitive vs,
2)Cooperative (no descrip-
tion given) ~ one instructor
compared achievement and
student attitudes

2) produced higher
mean gain on final,
and marked change in
attitude - 2) was
also favored by the
student

1) was superior to 2)
in the teaching of
engineering drawing

No difference in ac=
quisition of infor=-
mation or skill in
technical drawing -
greater achievement
in problem selection
by 2)

€L
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Purpose.

Teaching Methods

Findings

89.

90,

91.

92.

Edward McClarty
San Francisco State
2 sections of Psychol-

ogy
2 sections of Economics

Kenneth Olson
Northern State
Teachers College
2 sections
Biological Science

Hayden Smith _
University of Michigan
216 students 12 sec.
Introductory Education

Sidney Yudin

New York University
2 sections

College of Education

To determine the relation-
ship of auding ability
and achievement

To determine effective-
ness of 2 methods in recall
application of biological
facts and use of some in-
ductive aspects of scien-
tific thinking ‘

To study 2 different
methods of instruction in
producing favorable atti-~
tudes toward specific sub=-
ject areas (U NeEuSeC.0
in Mexico)

To evaluate the effective-
ness of core and conven-
tional content centered
instruction in the improve-
ment of eritical thinking

1)Lecture - television in
home and on college campus
2)Group discussion and
lecture in regular classroom

1)Student centered vs.

2 )Teacher centered roles in
selecting objectives, con=
tent, class activities, and
evaluation were differen-
tiated

1)Documentary film and dise
cugsion

2)Lecture based on same con-
text of film

3)No stimulus - pre and
post use of Remmers Scale

1)Experience~centered - core
method of subject grouping
and method

2 )Conventional separate
subject approach - pre and
post use of Watson Glager

No relationship be-
tween auding ability
and achievement =
relationship between
auding ability and
understanding of con-
cepts ~ 2) with suf-
ficient time for
group interaction was
preferred to 1)

Both groups increased
significantly in sub~
Jject matter and scien-
tific thinking = 2)
slightly superior to
1) with respect to
subject matter gains

No significant dif=
ference in amount of
attitude shift between
1), 2), and 3) but
carefully plammed in-
struction tended to
produce more favorable
attitudes

No difference between
the two groups as
measured by Watson
Glaser test

il
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General Observatlions

Recent interest in experimental research. Reviewing
this thirty-three year span of experimentation the research-
er noted that 57 of the 92 studies had been made in the
past ten years. The 1930's were plateau years as far as
the exploration of instructional methods on the college
level was conecerned. Why this recent renasceneé of interest
in instructional investigatlons? Several factors may have
abetted this pace phenomenon. College instruction has been
under vocsal criticism from educators and laymen. However,
this has seemed to be a prerogative of our American culture
and has consistently reoccurred in the literature, espec-
ially since the middle twenties. During the middle twentles
the influence of John Dewey had fomented 1nto college teach-
ing with resulting controversy over the lecture versus the
discussion method of instruction. Thus criticism of in-
struction has been a continuous factor rather than a recent
development.

Perhaps the statistical techniques of R. A. Filsher
have done more to revive valid experimentation than>any
other catalytic agent. His statistical variance and covar-
iance method of predlicting probablility and causal relation-
ship of more than one variable has permltted research de-
signs to enter the multi«variable realm in human experimen-

tation.
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Methodological orientation of recent studies. Peda-
goglcal studies in recent years have been somewhat differ-
ently oriented from earlier ones. Many of them (35, 37, 41,
46, 47, 54, 58, 59, 61, 62, 67, 73, Th, 79, 81, 83, 90)
have been influenced by the research in nondirective (client
centered-Rogerian) therapy. The interest and activity in
tgroup-dynamics or human relations' (Lewin, Lippitt and
White) have promoted reorientation in research in educatlion-
al dynamics. In general, somewhat greater attentlion than
hasg been true in the past is gilven in these more recent
studles to personality changes in students associated with
a given teaching method.

While research in the mliddle twenties directed atten-~
tion to the lecture versus discussion, investigations in
the fortles and fiftles hawe been reopened under instructor-
centered versus student-gentered procedure with conceptual
and methodological improvements in research designs. As
will be noted, the teachling methods are labeled ané combined
in various ways. Usually these methods involved lecture,
discussion, lsborstory experiences, individuallzed study,
or a combination of procedures. Yet they seemed to have
" in common the desire to break away from traditional instruc-
tor dominated classroom to situations encouraging greater

student participation and responsibility.
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Sub ject matter goals. Even though this recent

trend involved experimenting with shifting control in the
classroom, the desired outcomes were stlill chilefly con-
cerned with the mastery of subject matter. This is revealed
in the stated purpose of the experiment and the selectlon
of the appraisal instruments which measure the acduisition
of knowledge (facts and principles).

Concentration of experimentation in psychology

courses. The concentration of recorded experimentation in
psychology courses (33 studles) as compared with the rela-
tive paucity of experimentatlion in professional courses

(4 studies) was rather noticeable. This was not too sur-
prising in as much as psychology endeavors to comprehend
human behavior and behavioral changes., Yet it seemed para-
doxical that while professors of education have been
accused by their eritics of having overly emphasized
"method™ as a field of teaching, they have seemed to do so
little éxperimenting with "methods"™ of teaching their own
gsub jects. Actually the written record would seem almost
unrepresentative. It is probably a reasonable assumption
that a number of consclientious educators are constantly
seeklng to improve theilr teaching procedures but their
efforts are not published as formal definitive research,

Experimental findings. An inspection of the find-

ings showed that the difference between the measured results



78

of the various methods of instruction were generally small
and unreliable. In 51 studies there was no significant
difference between the methods in terms of the stated cri-
terion. The control method appeared significant in 21
cases, whlle the experimental method attained superiority
in 15 cases. It was not discernable in li instances which
was the control and which was the experimentsl procedure.
Thls rough tabulation may represent other misinterpreta-
tions of method or procedure, but it does indicate that
current data as to the relative effectiveness of teaching
methods are rather inconclusive. Since the lecture proce-
dure was the most frequent control method and the acquisi-
tion of knowledge the most frequent criterion, it might be
possible to infer that the lecture method 1is superior to
the student ecentered method for the ascquislition of facts.

Student preference. Although this review indicated

that one method is not definitely superlior to another
method, it was interesting to note student preference.
Students preferred the experimental method (9, 10, 12, 1l,
16, 22, 27, 31, 37, 49, 61, 74, 86) more frequently than
the control method (56, 59, 77, 89). It was indicated (71,
80) that superior students prefer the lecture method and

re ject the democratic process (54). Wispe (59) found that
the less able as well as superior students preferred the

conventional approach. The rationale behind the cholce was
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not recorded and perhaps not investigated. Student prefer-
ence may be attributed to the novelty of a current fad in
Instruction. Students may believe that other personal
values should be gained in addition to subject matter.

Relation of method to student ability. The level of

confusion was raised as an attempt was made to analyze
effectiveness in relation to levels of student ability.
Morris (5) Shirley (8) and Ryan (17) found that all levels
of abllity learned about the same under the varying methods.
Shannon (18) Barnard (28) and Wispe (59) found the lecture
superior for the less sble while Warner (19) and Stein (25)
called attentlon to the fact that the abler students pro-
fited more from lectures. On the other hand Gwinn's (13)
findings pointed out that both superior and inferior profit
from the lecture method. It was stated that the upper
quartile students benefit from reading (20) and individual-
ized study (29). For the lower quartile students the group
method (29) and discussion method (30) seemed more effec=-
tive. Research evlidence tended to indilcate that no one
method had a monopoly on pedagogical wisdom in all teaching
situations or with all human temperaments. From the re-
searcher's point of view, the most positive conclusion was
the clear indicgtion that further research can proceed in
this area without serious (1f any) loss to students who

have the fortune or misfortune to be the "guinea pigs."
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Concern for operational outcomes, Operational out-

comes have been explored in the teaching of physical educa-
tion (60, 65) and in engineering drawing courses (77, 88).
Only one study (72) 1s dlrectly concerned with experimenta-
tion in the preperation of prospective elementary teachers.
Farquhar (75) and Krumboltz (76) followed through course
instruction to appraise change in study behaviors as re-
ported by students.

Sources of related studles, The majority of the

studles reported have been isolated, individual research
efforts. Much productive effort has been lost because of
a lack of cataloguing and summerizing. Duplication of re;
search may have been avolded if these and other unattainable
studies could be organlzed so as to serve as a springboard
for further investigation. Roughly two-thirds of the re-
ported studles are doctoral dissertations. This bringing
together of lsolated investigations provided a basis for
asserting that there 1s a respectable body of knowledge 1in
the fleld. It also supports the observation that these
findings have been unknown and unproductive 1in the profes-
sional literature regarding instructicnal improvement.

Quality of related research. While acknowledging

the quentity of experimental research, the quality of this.
body of knowledge may lead to scepticlsm as to its value.

Ususlly the studles were short-term efforts. Only one (63)
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involved a modified longitudinal approach., Some of the
studies (22, 85) were repeated for more than one quarter
but with different students. About one-half of the 1nves-
tigations were restricted to small, heterogeneocus, and un-
repregsentative samples with limited significance. The
definitions of method of teaching varied according to the
interpretation of the investigator. Thus the experimental
factor became a variable rather than a constant throughout
research studies. If the experimental factor were more
closely defined, the findings could be interpreted with
more precision. In some instances measuring instruments
may have been subjectively blased in the direction of what
the experimenter wanted to prove.

Another factor confounding the results was the
tgrade! to the goal-striving Amerlecan student. If the
getting of a good grade depends on the scqulsition of knowl-
edge then this grade motlivation may induce the acquisition
of knowledge Iindependent of the teaching method. In only
two studies (35, 63) was 1t specifically noted that the
course grade would not be influenced appreciably by the
final examlnatlon.

In general the studies did not intersct with each
other; they did not fall into any recognizable progression
of research. Rather thasn pushing forward in terms of method

identificastion and research design, there seemed to be a
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spreading out of experimentation into various subject
matter fields.

In the light of the inconclusive findings and apparent
shortcomings, it might be sald that the reviewed experimen-
tatlion has added little to our understanding of the teaching
learning process. In splte of obvious defects previous re-
search studles did reveal numerous attempts to solve the
instructlional problem and in so doing 1t provided direction
in planning further studlies. It no doubt has made a contri-
bution in helping educators to think more criticeally and

perhaps even to reorient their own classroom procedures.

Potential Contributions of Thig Study
The current investigation asppeared toc push beyond

this historical perspectus In several spheres of activity:

1) It was an effort to evaluate the effectiveness of methods
in a professional course in elementary education. No-
where in the literature was there found a similar study
in teacher education,

2) Teaching béhaviors were set up as educational objectives,

3) These teaching behaviors were appralsed verbally by a
pre- and post-test and operationally by follow-through
observations in student teaching.

L) An attempt was made to identify and categorize unit

teaching behaviors from the recalled experiences of
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teachers. This approach is based on the assumption
that teachers who wrote up previous unit experiences
voluntarily had felt some degree of success with this
method of teaching. It was also assumed that this
voluntary evidence of teacher satisfaction was a key
element in ldentifying teaching effectiveness.

It was concerned with the directnesgs of experience as

a factor in relsing the level of transfer from the
theory of the college classroom to the application in
the elementary classroom situation.

It represented an endeavor to validate difference in
teaching procedures by means of the students' percep-

tion of the procedure.

These potential contributions required pioneering

into fertile but complex areas which involved considerable

speculation and the following of unvalidated directional

hunches. The investigator would feel a sense of satisfac-

tion if this study proved to be a logical approach to the

total problem and provided a basis for more educated

hunches and refined procedures in fubure related investi-

gations.



CHAPTER IV
THE EXPERIMENT

The format of this chapter was planned to present
a brief overview of the total experimental activities and
then to glve specific cqnsideration to the identification
of the population, to the development of the eriterion, to
instructional differentiation, and to the construction of
eppralsal mediums. Thils arrangement is not in order of
time occurrence. In reality, the development of the cri-
terion, instructional proceduﬁes, and appralsal measures
anteceded the carryling on of the experiment. It was
generalized that an overview of the experiment would add
continulty to a more detailed description of specific

phases of the experimental process.

Overview of the Experiment

The Elementery Education Staff Aree in the Depart-
ment of Education at The Ohio State University granted the
investigaetor permission to explore the propocsed problem
in two sections of Educetion 517 during the Winter Quarter
of 1958 with a subsequent student teaching follow through
in the»Spring Quarter. (The purpose of Education 517 in

the pre-service program of prospective elementary teachers

8l
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has been referred to in chapter I relative to the goals of
tescher education and then Ffurther amplified in the assump-
tions elaborated in chapter II.)

Actually the total experiment extended over a period
of three quarters. During the first quarter (fall, 1957)
of the sequence the iInvestigator taught one section of
Education 517 as a 'pillot plan' or 'trial run' with intent
of probing the feaslbllity of the unit approach in the
teaching of the aforemenﬁioned course, (Unit teaching will
be defined sequentially and behaviorally in the development
of the criterion.) An eight-week unit, based on student's
questions, was developed around the problem of identifyihg
the teacher's role in unit teaching. Similar pre- and
post-situational tests were administered to measure the
student's understanding of unit teaching. The students did
not analyze or react to the teaching procedures in a written
form but a verbal reaction was invited at the last class
session.

During the Winter Quarter a total of 77 students
were reglstered for the two sections of Education 517, 39
in one section (0) and 38 in section (1l). ((0) and (1) are
arbitrary designations for what might be consldered the
control (0) and experimental (1) sections.) It was rather
unusual that each section was scheduled to convene from 8

to 10 on alternating days. No classes were regularly
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scheduled on Friday, since the students in both groups were
required to participate 12 hours in the public schools.
Group (0) experienced & more conventional lectufe-discussion
type of teaching procedures while in group (1) an effort
wag made to provide direct experience with unlt procedures,.
Early in the Winter Quarter the two student populations
were ldentified by obtalning estimetes of selected léarning
variables: intelligence, achlevement, motivation, and pre-
course understandings of unit teaching. Growth in verbal
understandings was measured by an identical pre- and post-
situational test. At the completion of the course exper-
ience, each student was given an opportunity to analyze the
frequency of certain instructional procedures and to react
to the effectiveness of these procedures as he perceived
them. The anonymity of the student was asecured by having
both the analysis and reactionnaire unsigned.

A follow through of 22 students (10 from section (O)
and 12 from section (1)) in student teaching ensued during
the Spring Quarter. Twenty-two students were 1nvolved be-
cause that number of students did student teaching the
Spring Quarter. It was reasoned that more intensive ob-~-
servation of a few students by the observer would produce
more accurate judgments of unit teaching competency. In as
much as the classroom teaching situation provides the foecal

point wherein the training of the teacher 1s translated
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into action, this follow through was an opportunity to
observe and to estimate unit teaching behaviors operatlion=-
ally. Realizing that student teaching situations wvary from
room to room, the researcher undertook to appraise the
situational differences that may effect unit teaching by
means of an open-ended check list to be completed by the
college supervisors and the Investigator. A rating scale,
based on the educational objectives for Education 517,
facilitated the evaluation of operational evidence of unit
teaching behavlors as judged by the college supefvisor,
cooperating teacher, the student teacher, and in 10 cases
the investigator. In addition to a self-evaluation, the
stqdent teachers verbally reacted again to the effective-
ness of Education 517 in 1light of their student teaching
experlence.

The researcher observed 10 students for a half morn-
ing once a week. Not only was the Iinvestigator interested
in gaining operational evidence of unlit teaching behavlors
but also in gaining insight into potential blocks to unit
teaching. To facilitate the latter purpose anecdotal

accounts of each visit were recorded.

Identification of the Sample Populatlion

The obtaining of an unblased, similar, and repre-

sentative population should receive careful thought in the
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research planning. Such a sample population is cruclal
for drawing inferences about the experimental results. In
a university the magnitude of Ohio State it would be highly
Impracticable to alter registration or program procedures
to pre-select comparable groups. Even if it were feaslble
to hand pick and pair each group of subjects, the subtle
range of learning varlables possessed by each individual
would make overall homogeneity and unreality. Because of
the difficulties and limitatlons involved in selecting and
pairing individual subjects, total groups were identified
in terms of certain learning characteristics that were
thought to bear a relatlonship to performance on the ex-
perimental criterion.

A randomized control process of grouping was chosen
as a logical way to avoid bilas and to statistically control
learning varliables between the two groups. Randomlization
consists in drawing individuals from the same population to
constitute the eiperimental and control groups. It is based
on the assumption that differences between the groups with
respect to learning characteristics wlll most likely not
exceed a chance amount, No attempt was made to select or
control the student population., The two sections of Educa-
tion 517 represented all the students registered for thils
course the Winter Quarter of 1958. Each group supposedly
typified'a cross section of students that might be taking

the course during any glven quarter,
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Even though randomization is reportedly an accepted
approach to obtaining an unbiased sampling, the researcher
had the responslbility of identifying the composition of
each group in order to substantiate his position that only
chance learning differences exist betwsen the two groups.

Age and class rank were not thought to be signifi-
cant learning factors. A hasty examination of the sample
population showed only a slight variation 1n age and class
rank between the two groups. Group (0) numbered 26 juniors
and 11 seniors whereas group (1) counted 2l juniors and 12
gseniors. An age accounting revealed that the ages in group
(0) ranged from twenty to thirty-five with the following
digtribution: 12 - age 20, 15 - age 21, 7 - age 22, 1 -
age 27, and 1 - age 35. The ages in group (1) varlied from
20 to 37 in the following spread: 12 - age 20, 16 - age 21,
3 - age 22, 2 - age 23, 1 - age 27, and 1 = age 37. With
respect to age and class rank, the two groups appeared to
be equalized to the extent that further attentlon was not
given to these potentlal learning varliables in thls teach-
ing-learning situation.

The personnel filles in the College of Education
Office served as the source of 0,S.P.E. scores and cumula-
tive point hour ratios. This information was recorded as
indices of intelligence and achlevement. Student motiva-

tion was measured by responses on the Minnesota Teacher
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Attitude Inventory. A favorable critique in Buro's Fourth

Mental Measurements Yearbookl supported the selectlion of

this inventory. Thls instrument was recommended by the
Student Personnel Office in the College of Educatlion as the
best commercial instrument available to assess motivation.
A situational test based on problematic unit teaching sit-
uations was formulated for the purpose of appraising pre-
course undersgstandings of unit teaching.

The four selected learning variables (intelligence,
achievement, motivation, and pre-course understandings)
were analyzed graphically on a cumulative percentage curve
and more abstractly with respect to the mean and standard
deviation for each variable. It was thought that a visual
plotting of the distributlion would supplement and give
meaning to the rather abstract mathematical computations.
One advantage of the cumulative frequency curve was the
possibility of directly comparing two groups with different
N (number) on the same graph. In the construction of the
followlng tables the percentages were lald out on the
horizontal axis and the class intervals of the scores on
the vertical axis., The curve was determined by the points
at the upper limit of the clags interval indicating cumula-

tive frequency in the interval and below. For example,

1
Buros, op.cit., pp. 801-802.
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Grapﬁ I might be interpreted by saying that for group (0),
2.70 per cent of the casges fell below the upper limit of
the class interval score 20-29; 18.92 per cent or 7 cases
(indicated by cum for cumulative frequency column) fell
below the upper limit of the interval 30-39, and so forth,
Thus each point on the upper limit of the e¢lass interval
represented the cumulative percentage of cases falling below
the indicated point.

Because of several omissions of 0.S.P.E., scores and
cunulative point hour data in the personnel files, it was
necessary to limit the experimental subjects in group (O)
to 37 and group (1) to 36. Thus a discrepancy exlsts be-
tween the number of enrollees previously stated and the
actual group numbers shown on the charts.

The mean and standard deviation for each learning
factor were computed from group data assembled in the fre-
quency distributions on each table to the right of the
graphas in the columm marked f. The following formulae

were used:

M= é-%g;i + AM AM = asgsumed mean
o= standard deviation
2
O’=~1___§d -02 c = _fd

N

Measures of central tendency and variability are

useful techniques describing single distributions. In most
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types of distributions, the mean is considered the most
stable measure of central tendency that may be estimated
from a sample. The standard deviation characterizes the
spread of values appearing in the distribution. Referring
agaln to graph I group (0), it wculd be accurate to infer
that two-thirds of the cases are included between one o~

{standard deviation) either way of the mean or between
the scores L3.19 and 84.11. The size of the ¢  1in the case
of all four learning variebles was rather large. This dis-
persion of scores indlceted that the groups were not skewed
at either end of the distribution but tended to include a
range of scores reflecting wide distribution of student
abilities in each sectlon.

After ldentifying the learning variasble in cumula-
tive percentage curves together with meens and stendard
deviations for the two groups, it was posslible to conclude
from graphs I, 1I, III, IV, and V that group (1) made higher
scores on the 0.8.P.E. measures, somewhat higher scores on
pre~-test, but lower accomplishments in terms of M.T.A.TI.
and cumulative point hour ratios. It was interesting to
note that even though group (1) appeared more intelligent
it also appeared less productive in terms of achievement.
The reverse was true for group (0). The scores and cumula-

tive percentage curves showed a close relaticnshlp between
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0.83.P.E. total sccores and the reading score on the same
test (graphs I and II).

The taesk of identifying two groups involved a com-
parison of group differences to ascertain whether these
differences were significant or attributable to chance
varlations in grouping. The amount of difference was not
calculated between each learning varisble (0.S.P.E. for
groﬁp (0) as compared to 0.S.P.E. for group (1)) but in
relation to the total combination of learning varisbles in
prediceting the post test or performance on the criterion.

A regression equation was used to determine whether any

one of the 6 learning varlables for each group was signi-
ficant and significantly different from the other group in
predicting pérfonmance on the post test. In the computa-
tion there were six varliables because 0.8.P.E. was recorded
in terms of total score and reading score., Membership in
group (0) or group (1) was consideredra varlable. The
evidence did not indicate that there was a significant dif-
ference between the groups. In both instances the cumula-
tive point hour was a significant learning factor in predicte
ing the performance on the post test. In as much as this
regression equation involved more than comparing the learn-
ing factors within and between‘groups it will be examined
in chapter V with the statistical analysis of the data

resulting from the experiment.
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The ssmple population was alsoc ldentifled as to its
representativeness of a larger population. Did the total
experimental group (73) represent a cross section of stu-
dents that might be taking this course any given quarter?
In order to measure the representativeness, the sample wﬁs
compared with 503 recent graduates in elementary education
(those who obtained provislonal elementary teaching certi-
ficates) with respect to 0.8.P.E. and cumulative point hour
ratios. The latter was extracted before Education 517 was
taken so that achlevement comparisons could be made on a
comparable basls. Again cumulative frequency curves were
supplemented by the computed mean and standard deviation
for each 1earning}factor. It was evident from graphs VI
and VIII that the experimental subjects (73) had a highér
0.8.P.E. estimate and a lower point hour achievement than
the larger group of 503 elementary graduates.

In as much as obvious differences existed, the re-
searcher was faced with the problem of determining whether
the differences noted were so small that they might have
resulted from individual differences among cases drawn for
the two groups or so large that it was unreasonable to
expect these dlscrepancies to have resulted. The 'critical
ratio! was chosen as a test of significance and waé COm-

puted according to the following mathematical formula.
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- Ml -Ma M
M, 2 + om.“ o’
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gtandard deviation

standard error of mean
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N-1
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As indicated In the formula the critical ratio is
the ratio of the difference of the means of the deslignated
varisbles for the 2 group to the square root of the sum of
the squared standard error of the means., If the ratio is
1.96 1t is said to be significant at the 5 per cent level,
About 3.00 represents a 1 per cent level of significance.
Significance at the 5 per cent level would imply that, if
identical means exist, the probabllity of obtaining from
random sampling two means as different or more different
is probably 5 times out of 100,

It should be remembered that the learning differences
between group (0) and group (1) were adjusted by using a
regression equation in the prediction of post-test perfor-
mance. Using that procedure to arrive at significant
differences would be unrealistic in dealing with the 503
graduates for whom neither pre nor post test data were
known. It seemed feasible (but not analogous to the pro-
cess used in determining the learning differences between
group (0) and group (1)) to obtaih the critical ratio between
the separate learning varlables. This ﬁill serve as a

rough index of the probaebllity of chance differences between
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the total sample and the larger population. The computed
critical ratios between the 73 and 503 students in regard
to 0.S.P.E. total score and reading score were 2.70 and
2.39 respectively. A ratio of 1.4l existed between the
cumulative point hour ratios of the two groups. Both the
0.5.P.E. total scores and reading scores have reached the
5 per cent level of significance. From these estimates of
probabllity it would seem that the differences, between
the ldentified groups with respect to three measured
variables, is greater than random sampling would suggest.

Available norms for juniors and senlors on the
MeTeA.I. were plotted on graph IX., It was surprising that
the experimental group (numberihg 73 juniors and seniors)
would so nearly approximate a half-way position between
the two norms.

Although not essentlial to the identificatlion of the
sample population a cumulative point hour comparison proved
to be interesting. In a study made by Stover and Wooster
in January 1954, the mean cumulative point hour for
juniors in the College of Educatlon was 2.6. The mean for

the seniors was 2.7 during the Fall Quarter of 1953.2

2

W. W. Stover and Wooster, "Statistics for College
of Education Students: Autumn Quarter 1953." TUnpublished
Report, January, 195L.



CUMULATIVE PERCENTACE CURVE REPRESENTING M.T.A,I. SCORE
DISTRIBUTIONS FOR EXPERIMENTAL GROUPS AND NORM

110219 10119
100209 ;]:;)
909 “s0.99)
009 0,
rout9 09
oty P
509 089
o oo
03 03
2029 2025|
1019 1019
0 o9
12 101
2021 -20-11
b b 2o b o do b b b db
cusulative percentage
GRAPH  IX

rew
score %
101 99
97 9%
82 80
1
76 10
8 6
a %
86 ko
[ ]
b6 25
Bn 20
21 10
9 s
1 1
Janiors:
N-=228
M =595

0°=26,3

-3
83 3A

& 3
8 &

=R

k1 10

Seniors:
N =228
Rk

M=TT.4
=201, 7

g
38 1§ ®

f camf %
2 13 100
8 M 91
12 63 86
17 51 70
8 34 L7
9 26 36
7 17 23
3 10 1
3 7 10
2 L 5
1l 2 3
1 1 1
Experimental

M= 075

o= 25 .31

S0T



106

This would tend to indicate that the sample group (73) with
a mean of 2.63 had achieved about average performance
ratings. The mean cumulative point hour for gradusting
seniors and for the entire university and those for the
College of Education was 2.5+? The above figures revealed
that both the 503 recent elementary graduates and the
sample population had a favorable cumulative point hour
when compared to the entire university population or to

the College of Education population.

From the preceding identification of the sample
population 1t would appear that the randomized control
method of selecting and describing sample populations was
a rather logical approach for avoiding bias and obtaining
a representative group of experimental subjects. The graph-
ical and statisticael descriptions lead one to infer that
group (0) and group (1) did not differ significantly with
references to the selected learning variables. The total
experimental group {(73) was representative to a degree of
a cross section of prospective elementary teachers. How-
ever, the experimental resgsults should be generalized for

the larger student populatlion with caution.

Annuel Report of the Reglistrar and University
Examiner. The Ohlio State Unlversity 1955-56 p. T1;
1956-57 p. 69; 1957-58 p. 5h.
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Development of the Criterion

Perhaps no aspect of the investigation is more funda-
mental then the development of the crilterion., In educa-
tional experlimentation the criterion represents the educa-
tional objectives against which behavioral growth 1s to be
evaluated. It would be impogsible to compare two methods
of teaching untll the desired outcomes have been formulated.
The outcomes serve as an index for determining the relative
efficacy of each methcd. |

The ultimate criterion of an educational experiment
is to be sought in the alms of education themselves., Such
aims are usually stated in broad general terms not amenable
to immediate evaluation., It becomes necessary for the re-
searcher to set up more direct and immedliate criteria if
the experiment is to proceed. The educational objectives
of Education 517 should contribute to the immediate goal
of teacher education; namely, the development of teacher
competency. If the definltion of competency 1in chapter II
is accepted, the ways of behaving that we expect elementary
teachers to develop in realizing the goals of soclal educa-
tion become the educational objectlives of the course. These
objectives were the direct criterion in the experiment.

This researcher attempted to develop a criterion which de-
fined unit teachingAin the form of specific behaviors. The

degree to whlch prospective teachers became capable of



108

performing these behaviors was evidence that the objectives
had been achleved., The development of the criterion was
treated in two phases; the process by which it emerged,

and the product or actual statement of teaching behaviors,

An inspection of applicable literature (chapter III)
diminlished any hope of securing a validated listing of de-
sirable unit teaching behaviors. Yet, insight was added
as to how other researchers had attempted to solve the
problem of ldentifying effectlive teaching behaviors. As
noted previously, the critical incident technigque involving
an appreclable amount of classroom visitation by qualifled
observers was frequently the basic ressarch tool.

The proposed schema for obtailning and listing unit
teaching behaviors indirectly used the method of classroom
obgervation. The writer planned to observe through the
literature the recalled unit teaching experilences of
teachers on the job. An inherent tenet of this plan pre-
supposed that teachers who wrote up unit experlences volun-
tarily had felt some degree of satisfaction in thls method
of teaching. It was further assumed that this voluntary
written evidence of teacher satisfaction had s positive
relationship to teacher effectiveness., It is true that
an outside observer visiting these sasme classrooms may
have recorded similar or dissimilar accounts of teaching

behaviors. However, 1t was reasoned that the actual teacher
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partlicipant would be more cognizant of effective teaching
behaviors than an observer making reports from short term
visits.

The numerous references to units of work In the
Bureau of Educatlonal Research library file became the
starting point and most profitable resource for procuring
descriptive accounts of unlt teaching. As & supplement to
teachers!'! narrative statements, the written expression of
educators in the fleld lent balance and support to this
approach of identifying behaviors. As a basls for estab-
lishing these teaching behaviors, the literature over the
last 20 years was surveyed with chlefly one question 1in
mind--what does the classroom teacher observably do in
making the unit procedure tick. For the purpose of this
investigation, teachling behavlors were interpreted to mean
external, overt behaviors rather than inward beliefs, atti-
tudes, or perception.

Realizing that the selectlon and classification of
criterion behavicrs denoted the judgments of one person,
| the writer attempted to validate his opinlons by means of
a panel of practitioner teams. The team approach was
selected with the expectatlon that two qualified persons
thinking together about the same problem would arrive at a
more valid judgment than one person reactihg alone. Each

team was composed of a principal or supervisor plus a
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teacher who was Jjudged by the principal or supervisor to be
an effective unit teacher. The flve supervising prinecipals
in Columbus, a Bexley principal, an Arlington principal, a
county supervisor and eight elementary teachers constituted
the total panel of elight teams. In terms of sheer numbers
the panel may appear small, More attention was focused on
obtaining personnel well qualified to react from the prac-
titioner's point of view. The above panel possessed sevw
eral characteristics that might qualify the value of 1ts
thinking: (1) all members have frequent opportunity to
observe and experience unit teaching; (2) all members are
considered experts in teaching; (3) all members received
preliminary instruction before rating the behaviors. The
behaviors were judged according to the following relative
scale:
1. Critical - This behavior 1ls necessary for the
| success of the on-going unlt to the
degree that 1ts absence blocks unit
progress,
2. Desirable but not critical - This behavior con-
tributes to successful unit teaching
to the degree that its absence in-
fluences but does not block unit

progress.
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3. Questionable - This behavior 1s doubtful as to
its effect on successful unit
teaching to the degree that’ifs
absence does not influence the

progress of the unit.

The tabulated questionnaire (Appendix A) showed
that a large proportion of the teaching behaviors were
judged critical or desirable. An opportunity was provi-
ded for the evaluators to add behaviors to each category.
In as much as no additlional behaviors were suggested, it
might be assumed that the original listing was rather com-
plete. Thus the process involved in establishing the cri-
terion was one of reviewing the recalled experiences of
teachers and thinking of educators, selecting and classi-
fying unlt teaching behaviors, and securing the reactions
of qualified personnel to the 1dentified behaviors.

The development of ceriterion implies not only the
process by whlich the criterion emerged but also the product
or the defining of unit teaching in terms of teaching
behaviors.

In the last quarter of a century the unit approach
has evolved from its original form as a scheme of subject
organization to a falrly well defined method of teaching.

Writers tended to refer to the unlt approach as including
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both an organization of experiences and a method of im-
plementation. Even though oplnions and definitions differ
semantically, there appeared to be common features and
thinking asbout the unilt approach. In general the unit

approach involved

l. an organization and selection of a variety of
learning activities which are focused on a
soclally significant understanding or life
centered problem.

2. the creating of learning situations in which
children experience democratic social behaviors,
such ag- working together, respecting the
opinions of others, accepting and carryling
our regponsibilities, and creatively solving
of problems. '

3. the involvement of pupils and teacher in con-
tinuous and cooperative planning and evaluation.

i, a flexible developmental procedure which has
unity and involves the sequential phases of
the group problem solving process - orienta-
tion, resgearch, generallzation.

5. problem solving which cuts across subject
matter lineg and requires a large block of

time. Content is considered significant as
& tool in the solution of the problem.

6. the utilization of natural drives (i.e., to
construct, to communicate, to satisfy curiosity)
and the recognition of individual differences.

" This method of teaching requires positive, effective

leadership by the teacher. The leadership role of the
teacher may be evidenced in teaching behaviors which are

related to successful unit teaching. Teaching behaviors

might 1mply teacher-pupil relationships, such as sense of
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humor, fairness, initiative, sympathy, and courtesy. Re=-
search recognizes and accepts these behavior tralts as
essential to successful teaching. However, in developing
desirable unlt teaching behaviors, the attention was fo-
cused more toward behaviors related to methodology govern-
ing unit procedure and development than toward the person-
ality factors relatéd to teaching effectiveness. Desirable
unit teaching behaviors were not unique to this method of
instruction. Rather they are operative in what might be
termed "effective teaching."™ What is the difference be=-
tween unit teaching and effective teaching 1f the teaching
competencies are relatively the same? The unit approach
involves an organlzation of experlences around a life cen-
tered problem or significant social understanding which in-
volves the group problem solving process. To implement
this group process, teaching behaviors are not randomly
operative but tend to occur in a sequential pattern. This
organization of teaching behaviors into a sequential
pattern becomes an instructional procedure which might be
called the unit teaching method. This does not assume
that 81l unit teaching is effective teaching nor that all
effective tesching is unit teaching. It merely suggests
that the unit approach 1is unique in that the teaching be=-
haviors occur in a sequentiél pattern which may or may not

be the case in effective teaching.
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Lists of outcomes in terms of behaviors can become
lengthy, repetitive, and difficult to handle unless they
are organized into some pattern or classification. It
appeared logical to choose a scheme or classification which
revealed Interrelationships and focused upon the sequential
development of the group problem solving process involved
in unit teaching. Selectlon and initiastion, developmental
phase, and culmination became the three 6perational classl-
fications for the teaching behaviors. In addition to the
three operational classifications of unit progression,
there seemed to be continuous teaching behaviors which re-
occurred in every phase of unit teaching. Teaching com=
petencles related to cooperative planning and evaluations
reoccurred with noticeable frequency. Thus the followling
framework for classifying the behaviors included the three
developmental phases of this methodzplus the continuous
teachling competencies involved in cooperative plamnling and
evaluatioﬁ. A brief overview of each sequentiasl phase of
unit teaching will proceed the observable unit teaching
behaviors and is intended to lend orilentation to the role

of the teacher.

I. Teaching Competencies Related to the Selection and

Initlatlon of the Unit. This initial phase of unit teaching

involves a process of orlentation and exploration for the
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teacher and children. New interests and concerns are
identified and explored both individually and by the group.
Cognizant of the curricular framework within which she
works and aware of child growth and the learning process,
the teacher is in a position to actively participate in
the selection of a group study. Methods of choosing a unit
vary, but there seems to be a trend toward pupil-teacher
selectlon within a flexible currlicular framework. During
the explorsetion and lnitistion, the teacher stimulafes
interest by arrenging the environment and by providing
common experiences out of which problems emerge and effec-
tive plamning proceeds. The teacher and the children co-
operatively set up objectives or goals toward which they
strive in undertaking the study. The i1ldentification of
the children's questions and the stating of unit objectives
bridge the gap between the Initiation and the developmental
phase of the uwnit. The teacher—~
1. Arranges the environment to motivate interest and
curiosity:
a. makes displays effective and attractive and draws
attention to them through discussion
b. stimulates interest in several possible problem
areas yet avoids confusion
c. keeps possible problem areas within the maturity
level of the children

d. relates children's present interest to previous
experlences

e. arranges for common exploratory experiences and
the setting in which explorastory thinking and
sharing takes place

f. uses audio-visual techniques to stimulate
interest

g. provides for more than verbal participation
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2. Enriches personal and professlonal background:

8.

b.

hig

g.

investigates and lists background experiences
which the children have had through dlscusslons
and examination of school records

makes an overview of the subject matter which
might enter into the study, the kinds of ex-
periences which might be enriching and the ways
in which differsnt subjects might be used
effectively in the unilt

checks school and community resources for
learning materials

lists books and materials for pupil and

teacher reference

acqualnts himself with the community through
personel investigation

reads appropriately in order to develop
background understandings

builds a file of resource materials

3. Participates in the selection of the unit:

8.

b.

f.

follows the agreed upon procedures of the
school faculty

tries to ferret out children's interests by
recording their repeated questlions and other
indications of Interest

guldes children in the development of criteria
for the selection of the study

coordinates thinking and action of the group
for orderly progression toward final selection
particlipates in the cholce of the unit so the
children will not be attempting to solve problems
which are beyond them or using materials which
will not be satisfylng

considers possible ways to initiate the unit

L. Helps the group to ldentify questions and objectives:

a.
b.

C.
a,

e.

records the group's questionsa on which information
is needed and keeps available

groups the questions into related sub-topics of
the main problem

leads the pupils to define their own objectives
states desired outcomes in terms of behaviors and
in the language of the pupils

thinks through a tentative outline of the unit =
assembles the sub-topics and analyzes materials

in a tentative sequence of experiences
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1II. Teaching Competencies Related to the Developmental

Phase of the Unit. Research and expressional activities

appear to be inseparable and to receive special considera-
tlon iIn this phase of unit progression. The research pro-
cess involves consclious searching of both'pupils and
teacher 1n an effort to find answers to thelr questions.
Broadly interpreted, research includes the use of the
community, resource people, realia, children's dally ex-
periences, reading materials, and audio-visual materials.
The expressional activitlies become means of visually and
“audibly representing the information that has been gathered
during the research experience. Soclally useful work, ex-
perimentation, verballization, dramatic expression, con-
struction, and eesthetlc actlivitles indicate a possible
range of activities. A degree of research normally pre-
cedes any activity. However, 1t might be thought of as a
circular process with research leading to expressional
activities and activities requirling further knowledge.
The teacher-=-
l. Exercises leadership In the organization and function-
Ing of committee or group:
a. adjusts the degree of committee organlization to
the maturity level of the group
b. guldes committee orgenization in terms of
interests, class structure, and the Job to be done
c. makes a chart of the final committee organization
d. helps the group to establish and record desirable
committee behaviors

e. develops group standards to guide the use of
tools, materials and space
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helps each commlittee or individual to become
aware of its relation to the solutlon of the
maln problem or understanding

works with individuals and with groups by
circulating from group to group

provides for group mobility and the best place
for the various groups to work keeping in mind
the kind of activity, number of children in
each group, personnel of each group, and the
location of materials and equipment in the room
makes a tentative schedule for committee reports
early and keeps avallable

2. Plans for and provides numerous research experlences:

Q.
b.
Coe
d.

€.

f.

Ee
h,

i.

organizes research experiences into whole group,
cormittee and individual situations

maintains a balance between the various types

of experiences

pre-plans for each research or activlity period
plans ample time to do research

helps the class to become aware of various
gources of iInformation

uses a variety of learning materials - blackboard,
bulletin board, radio, reference books, megeazines,
newspapers, models, and others

encourages and directs children in searching out
research materials

reviews study skills previously learned and
teaches those skills needed to use reference
material effectively

checks reading material to determine new terms,
concepts, and shifts in word meaning that may
cause difficulty for the group

prepares children to read specific reading
material by: giving attention to new terms,
soclal concepts, complex understandings, names
of strange places, and the relationship of
reading to other experiences

dlagnoses skill difficulties and plans periods
for purposeful guldance and practice

facllitates contacts of group leaders and pupils
working on individual projects with specilal

sub ject teachers, parents, and directors of
community agencies

selects audlo-visual materials that wlll contri-
bute most to the study under progress, orders
materials in time, previews learning material,
shows at the time in the unlt when the need arilses,



119

makesg arrangements for necessary equipment,
helps the children to know the reason for
using the material and what to look for or
listen for, arranges the physical environ-
ment, and plans for follow-through

pPlans for educatlional trips; takes the trip
before the children, makes adequate arrange-
ments, makes the purpose of the trip clear to
the children, provides sufficient adult super-
vision, and guldes an appropriate follow=-
through activity

Personally participates as a member of the group in the
research process:

&,

be
Ce

takes an active part in the process of getting
answers

assumes responsibility for the whole group research
records iInformation from dictation - in the early
elementary and occasionally in the later elementary

Provides for individual differences:

Qe
be.
Ce

d.

provides for iIndividual and group guidance 1in
research and expressional activities

provides for a wide range of reading ability
and interests

adapts materials and uses teacher prepared
materials

secures audio-vigual resources for those who do
not use printed materials effectively

Guides expressional activities:

8.

b.

d.
e.
r.
g
h.

watches for educational possibilities in the
activities suggested by the children and capil-
talizes on their contribution

makes sure that suggested procedures and activi-
ties are feasible for the ages of the children
and llkely to result in the attainment of the
purposes

antlcipates and has accesgsible materials for re-
search and expressional activities before committee
work begins to avolid congestion and to promote
effective utilization

provides a variety of materials

checks on the economic use of materials

checks on the safety of the tools

keeps the activity period within productive

time limits

stops the work period in order to allow adequate
clean-up time
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1. is alert to opportunities for children to eXxpress
themselves in the aesthetic arts

Jo encourages creativity, provides new materials,
provides a relatively tension free atmosphere,
provides many sensory and research experiences,
provides ample time for expression, exhibits
appreciation for the efforts of children, ex-
periences the creative process with the children

III. Teachling Competencies Related to the Culmination

of the Unit. In this final phase of unit teaching the

teacher 1s concerned with the organizing and reporting of
information, the formulating of generalizations, and the
possible sharing of learnings. The culminating activity
may be a matter of reporting within the clasgs. It might in-
clude the sharing of the unit wlth parents or another class.
Regardless of the nature of the culminating activity, 1t
should be representative of the total learnings from the
unit experience and help parents to understand the value

of this method of teaching. The teacher--

1. Cocrdinates the reporting efforts of the children:

a. suggests a variety of ways to report information

b. helps the children to pool information from a
variety of sources

c. helps committees to organize and prepare reports

d. checks the accuracy of the facts to be presented

e. relates the sub-problems to the over all unit

' problem

f. cooperatively selects from group presentations

facts for which the whole class 1s responsible

2. Coordinates shared activity:
a., arranges for the most appropriate time to
present the report or shared activity
b. agsslsts the children in exhibiliting their work
c. emphasizes sharing and communicating ldeas
rather than putting on a "show"
d. prepares the audience for effective listening
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IV. Continuous Teaching Behaviors Related to Cooperative

Planning. Throughout the unlt some teaching behaviors are
continuous and vital to each phase of unit progress.
These reoccurring behaviors tend to group themselves
chiefly into the areas of cooperative planning and evalua-
tion. In 1ts simplest form cooperative planning means
that the puplls and teacher together develop plans and
purposes for their experiences. Cooperative planning does
not imply that the teacher relinquishes her responsibility
for planning. In reality the teacher pre-plans and gives
guldance in cooperative planning by becoming an active
participant in class discussions and decisions. This in-
volvement of the student in planning is rather typical of
unit teaching. It represents an attempt to achleve demo-
cratic behaviors through democratic procedures. The
teacher--
l. Establishes rapport with the children:
a. creates a permissive atmosphere in which various
sldes of an issue are voliced and considered
before any declsion 1is reached
b. encourages every child to participate
c. respects the contribution of every child
d. discourages arguments but respects iIndividual
differences
e. helps children give and accept suggestions
f. provides opportunity for the children to make
choices within their maturity
g. respects groups declsions
2. Promotes and particlipates 1in group thinking:

a. provides time for cooperative planning
b. recognizes readiness for cooperative planning
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begins cooperative planning in small areas

and in areas that the children are competent

to plan

limits the length of discussions realistically
in terms of the developmental level of the
children _

stimulates pupil thinking through questions
keeps individusl contributions to the polint
relates individual contributions to the group
thinking

suggests teacher noted needs at sppropriate
points and related to children's comments and
questions

helps the children to define their role in
planning: helps each member to understand the
importance of accepting responsibility for
leadership and followership at apprepriate times
guards ageinst keeping leadership functions
which the children can assume: at the same time
she directly takes leadership responsibility

in those areas of experlence where the maturity
of the children 1ls not sufficient to warrant
their assumption of leadership -~ assumes and
shares leadership

uses chalkboard and charts to record the main
agreements in planning so as to avold misunder-
standings and as a basls for further group action

3. Uses cooperative planning to foster group goals and
objectives:

8,
b.

Coe

a.

uses previous evaluation as the basis for
cooperative planning

makes sure that the purposes and goals of the
discussion are clear to the children

assumes responsibility to point out possibili-
ties, resources, and limitations within which
they are working, that might otherwise be
overlooked

keeps the discussion moving steadily toward a
solution of the problem

plans with the children in such ways that they
are responsible as a group for putting their
plans into action

V. Continuous Teaching Behaviors Related to Evaluation.

No longer 1ls evaluation thought of as the "culminating

activity" in instruction. Evaluation is the procegs of
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determining the extent to whieh the stated objectives are
being achieved. Thils statement involves a contlinuous
evaluative cycle including: the setting up of objectives
In terms of behavliors, the selecting of experiences and
materials to attaln these goals, the providing of exper-
lences where desired behaviors may be observed, the select-
ing of evaluative technigues, the noting of behavior, the
anelyzing of the data In terms of the objectives, and the
plamming for further growth or the revising of the objec-
tives, Evaluation has three distinect dimensions; it 1is
usually cooperative, continuous, and comprehensive. Its
cooperative dimension implies that the pupll and the other
persons concerned with his growth are involved in this
process. Evaluation is comprehensive in scope and method.
This evaluative process should include Jjudgments about the
progress of the pupils in the elementary school toward all
the goals which may be regarded as important.  Such evalu-
ation seeks many evidences of growth through a variety of
procedures. The teacher--
1. Follows an evaluative ec¢ycle:
a. evaluates in terms of stated behavioral objectives
b, consciously creates situations where desired
democratic behaviors can be observed
c. selects the evaluation technique in relation to
the behavior being evaluated
d. uses evaluation as the basis for pre~planning,
selecting of materialg, and clarifying the needs

of individusl children - establishes needs as
to next steps in unit and individual progress
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e. uses frequent discussion of the elements of
good committee work

f. uses frequent reporting of group progress to
the whole group

g. keeps notes and records of the unit as it

progresgses to get a picture of the total program
h. observes and makes anecdotal records - children's

remarks and behaviors are frequently the best

source of evidence regarding growth
i. keeps children's work in 1individual folders
jo keeps a record which will show the abilltiles

developed by the children and the opportunitles

in which each shared

The defining of the unit teaching behaviors 1in the

preceding criterion was not intended to be a prescription
that could result in conformity and inflexible classroom
procedures, Rather this approach was to be suggestive of
an overarching sequential framework which should be adjusted
to each teaching situation within which the teacher is free
to exercise resourcefulness and ingenuity. Different teach-
ing behaviors will recelve shifting emphasis as the teaching
situations vary and change. Unit teaching refers more to
a teaching learning cycle then to a rigid teaching formula -
or to an opportunistic concept of teachling. The process by
which the criterion was developed may provide a valid basis
for asserting that the desired outcomes are a representa-

tive range of unit teaching behaviors.

Differentliation Between Two Methods of Teaching

The differentiation of instructional procedures has

continuously plagued experimental researchers. This
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pedagogical situation was pointed out in the general obser-
vations followlng the exploration of the llterature
{chepter III). As noted earlier, researchers have beeh
prone to interpret method from a profusion of viewpolnts.
Internal consistency within or between the several
spproaches seemed to be lacking. In some instances, more
labels were applied to the teéching process wlthout clari-
fying the actual procedures in the classroom situation.
Nevertheless, when the purpose of the proposed experiment
is to evaluate two methods of teaching, the researcher
becomes obliged to react to thlis instructional conundrum
in such a way that potential>1ikenesses and differences
between proposed teaching procedures are functionally
delineated.

Methods of teachlng might be declared scientific on
the grounds that they stemmed from certain accepted theories
of learning. Upon the investigation of authoritative think-
ing in regard to theories of learning, there emerged a dls-
position among psychologists and educators to condemn an
elther-or-type of thinking about contrasting schools of
psychology. Instead of supporting polar viewpolnts, a
spirit of eclecticism and rapprochement was endorsed. This
generalization can be sustained by a sampling of education-
al writeras. The summary observations of Ernest Hilgard in

his monumental Theories of Learning were made by him after

considerable study in the psychology of learning:
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While the state of knowledge 1s not there-
fore as bad as the parade of points make it out
to be, 1t is still rather unsatisfactory. There
are no laws of learning which can be taught with
confidence. Even the most obvious facts of im-
provement with practice and the regulatlion of

learning under reward oE punishment are matters
of theoretical dilspute.

A generally satisfactory theory of learning
awaits a set of concepts which will be apprg-
priate to all that 1s known about learning.

William Burton recognlzed that various schools of
psychology are not mutually exclusive. Each approach makes

a contribution to our understanding of the learning pro-

cesss

The various schools of psychologieal thought,
however, are not mutually exclusive, nor should
they be set so sharply in opposition to each
other as some writers set them. Each school re-
presents one effort by a given group of psychol-
oglists to derive facts concerning mental opera-
tions. Each makes a contribution to the total
field. Conditioning, associationism, connec-
tionism, the several field«theory interpretations
(organsmic, gestalt, topological) are each an
honeat effort to state the facts of psychology.

Ernest Hilgard, Theories of Learning (New York:
Appleton-Century Croft Inc., 1956), p. 457.

Ibid., p. L58.

6

William Burton, The Guidance of Learning Activi-
ties (New York: Appleton-Century Crolt Ilnc., 194}), p. 211,
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A plea for open-mindedness and acceptance of con-
cepts from each theory that are vital to current education-

al thinking was the thesis of Gates:

An open-minded comparison of stumulus-response
views with field theories and with various formu-
lations of the conditioned response ideas, make
it obvious that the apparent effect of some stu-
dents of education to somehow find which schemes
are "all wrong"™ and which are "all right" is a
polntless enterprlse. When an educator declares,
"I reject the 'atomistic' or 'mechanistic! con-
ception and accept the 'organlsmic! or vice
versa,” he 1s probably merely making a display
of superficial understanding of what these terms
really mean. The practical difference between
the most of these "systems" of psychology has
been exaggerated beyond all reason. Some of
them, for example, not only harmonize with, but
contain many vital suggestions for further im-
provement of the best and most_progressive forms
of education now in existence.’

In developing a dynamic theory of learning Gertrude
Hildreth acknowledged that rival learning theories were
somewhat complementary and insufficlent alone,

In an effort to clarify the situation it
seems worth noting that some of the differences
between rival theories are more apparent than
real: the theories to some extent prove to be8
complimentary rather than mutually exclusive.

T v

Arthur Gates, The Psychology of Lesrning, Forty-
first Yearbook of the National Soclety for the Study of
Education, Part II {Bloomington, Ill.: Public School

8

Harold Shane (ed.), American Elementary School,
Thirteenth Yearbook of the John Dewey Scoelty (New York:
Harper and Brothers, 1953), p. 36.
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An analysis of rival theories suggest that
each has something to contribute to a better
understanding of childhood learning, but that
no cne theory alone is sufficient to account
for all the ways in which children may learn.?

Arthur Melton like Gertrude Hildreth did not adhere
to any one of the popular gystems of psychology 1in his

article in the Encyclopédia of Educational Research.

Melton referred to hls approach as assoclationlstic funec-

tionalism.lo

The spirit of rapprochement among the advocates of

the several learnling theoriles was developed historically in

Walter Monroe'!s classic contribution--Teaching Learnling

Theories and Teacher Education 1890 to 1950.

A spirit of rapprocgiment has emerged in the
psychology of learning.

The frequent references in recent educational
writings, especially around 1940, to dlisagreements
between the Progressives and the Essentialists
suggest the recognition of two opposing teaching
theories. It 1s, however, the conslidered judgment
of the present writer that the dlsagreements are
actually fewer and less significant than an

9
Ibld., p. 54.

10

Walter S. Monroe, Encyclopedia of Educational
Research (New York: Maemillan Co., 1952), p. 668.

11

Walter S. Monroce, Teaching-Learning Theory and
Teacher Education 1890 to 13850 (University of ITT%nois

Press, 1952), p. 155.
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uninformed person would infer; some of the

apparent dlsagreements are essentlally verbal,

some stem from comparisons with "straw men" and

others are differences in relstive emphasis.

In so far as the directing-learning-activities

and guiding-pupil-experiencing views are iden-

tifieble as distinctive theories of learning,

the present trend appears to regard them not

a8 opposing positlons but rather §s complemen=-

tary aspects of a common theory.l

The writers in the above sampling tended to suggest
rather emphatically that the prevaillng status of the
learning process may be approprlately characterized as
being embued with a spirit of eclecticism and rapproche-
‘ment. Although the teachling-learning process hss been the
tople of extensive psychological and pedagogical research
and debaté, knowledge gabout the actual process of learning
is limited. It became rather obvious that an attempt to
base method on theoretical concepts of two rival schools
of psychology would be inconsistent with current thinking.
At the same time such an approach would be rather

presumptuous on the part of the investigator for several
reasons. First, it would be most difficult to establish
specific tenets of opposing positions and then to trans-

late theory into teaching procedure without some over-

- lapping of procedures. Second, it 1a beyond the scope of

12
Ibid. ] pp. 159"'160‘
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this experiment and experimenter to develop and compare
widely dilvergent learning processes. Third, current think-
ing has Indicated that effective teaching is not limited
to one learning approach. It would be hazardous and limit-
ing to imply that unit teaching coheres to one learning
theory exclusively.

Now the investigator must encounter the next logical
query--can a method of instruction have 1ts moorings in any
othef direction except 1in psychologlical foundations? Pro=-
bably it would be possible to say that there are twd com=
plementary approaches to pedagogical procedures. Common
sense dictates that teaching methods cannot be dlvorced
from what research suggests as to the nature and process
-of learning. Even though an eclectic position 1s defensible,

the formulation of accepted learning princlples 1s essen=-
tial for the skeletical development of teaching method.
The subsequent learning generallzations are not unique to
this investigator. The phraseology used to express the
generalizations, manifests a residue from reading and
experience, a spirit of rapprochement;, and a proving ground
for further experimentatlon.
1. Learning is an active process which 1lnvolves
the interaction of the learner and his en-
vironment. Active participation is preferable
to passive reception.
2. Learning is more effective when motlvated by
goals which are intrinsic to the actlivity and
to the learner. A motivated learner acqguires

what he learns more readlly than one who 1is
not motivated.
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3. Individuals need experience in setting realis-
tic goals for themselves - purposing is an
integral part of learning.

L. Information about the nature of good perfor-
mance, knowledge of his own mistakes, and
knowledge of successful results, aid learning.

£. The whole learner 1s the reactive agent.

6. Understandings are most effectively developed
as unified wholes. Meanings should precede
practice. There 1s probably no substitute
for repetitive practice 1n the learning of
certain skills (playing plano, and manipula-
tive skills) or in memorization of unrelated
facts. ’

7. Transfer in new situations will be higher if
the learner has experienced a similar situa-
tion and has discovered certain relatlionships
and generalization for himself,

8. A significant type of learning in a democratic
society 1ls characterized by problem solving
(reflective thinking) rather than mechanical
hablt formation.

Thus one approach would suggest that in the final
analysis a method of instruction should inevitably reflect
some accepted prineciples of learning.

Implied iﬁ the other approéch to the challenging
inquliry was the assumption that a method of teaching éan
be oriented toward the achlievement of the desired outcomes.
It was assumed (page 23 ) that education 1s for the purpose
of changing behavior toward merited outcomes. A method of
instructlion was clarified as an orderly procedure for
approaching the teaching-learning process for the attain-
ment of the desired goals (page 2l). Since unlt teaching
behaviors were the ascribed educaticnal objectives 1t

became necessary to devise two orderly procedures for
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obtaining the stated objectives within the framework of

how learning or behavior changes are fostered. The master
key utilized in removing the thought barriers, which had
blocked methodological differentlation, was suggested in

the recurring maze of questlons (page 3). Several relevant
gquestions bear restatement at this point. Will conven-
tional instructional methods promote operational objectives?

Does directness of experience in a professional course

directly influence teaching behaviors in the elementary
classroom? On the college level, does a transfer of desir-
able outcdmes from the college classroom tco the elementary
classroom result from the bullding of positive attltudes
toward the behavior through vicarious experlencing or
through the direct experliencing of the outcome?

The baslec difference between the two meﬁhods may

be referred to as the directness of experience provided for

the achlevement of the desired teaching competenciles.,

Group (0) experienced more indirect experiences in which

" the instructor bullt positive attitudes toward certain unit
teaching behaviors through lectures and limited class dls-
cussions. Group (1) was directly involved in the unit
approach which gave the students an opportunity to develop
a unlt and to observe unit teaching behaviors of the in-
structor. Even though the instructional activities 1ln the

two sections had marked differences, certain constant
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factors existed. The educational objectives, reference
materials, and situational test were consistent in both
sections. The two methods became more shsrply focused
when differentiated in terms of pre-structured written
assignments, division of responsibility between instructor
and students, and sequence of course experiences.

Written agsignments. The written assignments for

group (1) were structured in such a way as to give the
student an opportunity to express his understanding of

the objectives of soclal education resulting from class ex-
periences and participation experiences (anecdotel records).
The last three written requirements for the experimental
group (1) were in connection with the group study: namely,
the stating of questions, the formulating of purposes, and
the compiling of a commlttee report based on each group's
research. In comparlson, the students in group (0) wrote
reports describing and evaluating thelr classroom exper-
lences during thelr participation. ZXach student chose and
developed a regource unit replete with suggestions for

guliding a teaching unit appropriate for a designated age

level,
Unit Approach Lecture Discussion
(Direct Experiencing) (Indirect Experiencing)
Group (1) Group (0)

1. concept of social education
including objectives--
due after first 3 weeks



134

2. perticipation report-- l. participation report--
minimum of L anecdotal re- involving a description
ports involving democratic of the situation, how
behaviors observed they particlipated, and

an evaluation of the
participation experience

3. questions related to concerns 2. development of a rather
about unit teaching extensive resource unit

L. objectives or desired out-
comes of the selected unit

5. group report

Division of responslbility between instructor and

students. Division of responsibility implies & consclous
planning for the emerging involvement of students in cooper-
etive planning and carrying out instructional activities.

It was not intended that the instructor should shed her
instructional responsibilities. The shifting of responsi-
billity between the students and the instfuctor was an
attempt to involve the students more actively as partici-
pants 1ln the teaching learning process than is convention-
ally done, Active student involvement in co-planning, 1in
research, and in emerging leadershlp roles 1s'basickto and

typical of the unit approach,

Unit Approsch (group (1)) Lecture Discussion
(group (0))
l. Instructor - students 1. Instructor assumes a
shift class responsibilities me jor responsibillity

for instructionsal
planning and leader-
ship
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6.

Instructor assumes and
sharegs the leadership
role

Students are involved in
cooperative planning

Learning materials are
selected cooperatively

Class procedures include
lectures, dilscussion, group
work with the instructor

as resource person

Class and instructor work
together to find answers
to thelr questions, stu-
dents listen to Instructor
and to each other-- in-
structor helps others con-
tribute to the group

Sequence of course experlences.
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Instructor assumes a
contlnuous leadership
role

Instructor does the
planning and decision
making

Instructor chooses the
learning materials

Class procedures include
lectures and limited
discussion with the in-
structor as group leader

Instructor motivates and
conveys information--
students listen mostly

to instructor--no attempt
1s made to encourage
student comments

The pre-structured

course experiences in group (1) mirrored a flexible organ-

ization with the unit pattern revolving around the students’

questions.

Whereas in group (0) the organization and selec-

tion of course experiences were arranged in a supposedly

logical order by the Instructor.

An outline of each day's

program was given to the students at the first session.

Jan.

Unit Approach
(group (1))

7 course framework

9 overview of social edu-

cation
cooperatively plan
next 2 weeks

1l pre-test +

Jan,

Lecture Digcussion
(group (0))

6 no class (registra-
tion)

8 course objectives +

" ecourse outline dis-
cussed

13 pre-test + overview
of social education
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Feb,

Mar.

(group (1))

16 Minnesota Tesacher
Attitude

Inventory +

ings + evaluation of
group study

Jan, 15
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(group (0)})

M.T -A'Io + dynamic nge-
ture of our socilety

democratic nature of

our society + democratic
behaviors

curricular approaches

to social education +
unlt teaching

overview of unit teach-
ing ‘
selection of unit dis-
cussion of participa-
tion reportg--~-Mar. 10

initiation of unit ob-
jectives + 1 movie

5 discussion of resource

21 20
23 22
28 group's expression of 27
social education
30 overview of unit 29
teaching
It inltiating group Feb, 3
study with two
movies
6 unit characteristics
- student questions
1l formulation of unit 10
objectives + division
of questions into
committee and whole 12
group responsibilities
13 17
16
18
20 (committee and whole 2L
group research
26
25
27
Mar. 3
6 5
reporting by committees
11 10
13 generalizing unit learn- 12

unit due Mar. 3

nature of cooperative
planning and ccommlittee
organization

research process in unit
teachling

community resources
effective learning ma-
terlials

basic skllls and unit
teaching

expressional activities

culminating activities
role of teacher in
unit teaching

evaluation process
review and 1 movie
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Essentlally the instructional process experienced
in group (0) was predominantly a series of pre-planned
lectures about unit teaching. It was the purpose of the
indirect approach to develop positive attitudes toward
unit teaching which could be translated into teaching be-
haviors in the elementary classroom situation.

The unit approsch may requlire further elaboration.
The above sequence of experiences for the course was a
flexiblé outline rather than a detailed schedule of
activity. Planning beyond the initial stages could only
be antlcipated in the sequential pattern of unit teaching.
As indicated in the pre-structuring, the first three weeks
were devoted primarily to developing an understanding of
soclal education., The remaining seven weeks explored unlit
teaching as a potentlial method for realizing the aims of
social education. "School in Centreville" and "Effective
Learning in the Elementary School"™ were the two movies
shown to motivate interest, to provide a common experience
for group members, and to stimglate individual questions
about unit teaching. The students' questions were organ-
ized by a five-member committee (including the lnstructor)
and submitted to the whole group for acceptance and further
analysis. This proposed organization of questions became
the basls for the group study and for further cooperatlve

planning. After a written formulation of unlt objectives,
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the group divided the questions into what they consldered
to be whole group, committee, and individual topics. Esach
student wasg asked to indicate three topics on which he
would be most interested in working. The class was dlvided
into committees on the basis of these cholces. The follow-
ing tentative guide for committee and whole group discus-
slons was set up for the remainder of the quarter and glven
to the students.
Feb. 13 - committee organization - chairman, recorder,
questions involved,
possible resources

whole group - initiation, committee organizestion

Feb. 18 = committee - plan and declde approach to topilec,
‘divide up committee responsibilities

whole group - cooperative planning
Feb. 20 - committee research - bring resource materials,
evaluate commlittee progress
and ways of working together
Feb, 25 -~ committee - pooling research information

whole group - research process

Feb. 27 - committee - plan for reporting and develop
commlttee report

whole group - possible ways of reporting
communlty materials

‘Mar. UL - committee - complete reports
whole group - resource units
Msr. 6 & 11 - reporting by committees

Mar. 13 - generalizing unit teaching behaviors and
evaluation of group study
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With a two-hour perliod it was possible to plan for
both a whole group discussion and a committee work study
period. During the cormmittee session, the instructor
agsumed the role of a resource person. She clrculated among
the committees, answering questions, helping to provide in-
formation, and making suggestions when asked. The committee
reports were presented orally and duplicated for group dis-
tribution.

Three technlques were used to evaluate the charac-
teristics and consistency of the instruction, pre-structur-
ing the course, securing perceptions of the students as to
frequency of certain instructional procedures, and the
recording of daily logs for each class session. Included
in Appendix vaill be found the organization of the stu-
dentt's questions, the sgstated objéctives of the group study,
the division of topics into whole group and commlttee re-
search, and the daily logs.

In summary, it might be said that the instruetional
procedures in both sectlions were oriented not only in
general learning principles but also toward the achleve-

ment of the desired outcomes. The amount of directness 1ln

experiencing the unlt teaching approach and teachlng be-

haviors (educational objectives) differentiated the two
teaching methods. The differences between the two methods

were more sharply focused in pre-structuring the written
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asslignments, the division of ingstructor-zstudent responsi-

bility, and the s eguence of ingstructional sctivities.

Appraisal Mediums

Five appralsal mediums (included at the end of the
chapter) were constructed as data gathering devices with
the ultimate purpose of accepting or rejecting the null
hypothesis. A rating scale and a situatlonal test were
devised to appralse operational and verbal expressions of
the criterion. Recognlzing a possible variance in student
teaching situations, it was necessary to appraise potential
situational factors effecting unlt teaching effectiveness.
In an effort to establish pedagogical differences between
group (0) and group (1), a student analysis form was con-
structed. A student reactionnaire form was developed for
the purpose of reglstering the students! perceptions of
course effectiveness. A brief reporting of the construc-
tion processes togsther with a sample of the appraisal
mediums will complete the discussion of the research design
used in this experiment.

An adequate criterion is of paramount Importance in
experimental investigations. The word tadequate'! implies
that the behaviors incorporated in the educational objec-
tives are measured with some degree of validity. The type

of messuring instrument to be constructed depends on the
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nature of the outcome to be evaluated. If the desired out-
comes of instruction are stated in terms of specifiec
teaching behaviors, the appralsal medliums must be planned
to collect behavioral evlidence, It was contemplated that
behavioral evidence might result from verbal expressions

of intended behavior as well as from observing the student
function in a teaching situation., Hence a situational test
to estimate verbal concepts of behavior plus a rating scale
to jJudge operational demonstrations were originated as in-
dices of the level of criterion achievement.

Rating scale. A rating scale entitled Unit Teaching

Effectiveness of Student Teachers (appraisal medium 1)
emerged directly from the unit teaching behaviors stated in
the criterion.- In view of the tlme pressures on coopera-
ting tesachers And college supervisors, the rating scalé was
limited to two pages. When 1t was necessary to omit certain
behavioras, the elimination was done on the basis of the
opinions of the panel of-practitioners. Those behaviors
Jjudged critical most frequently by the 8 team panel were
included in the rating sceale. In some cases it seemed ex-
pedient to combine two behavlors into one statement. A
numerical code ranging from one to five gave the evaluator
some freedom in discriminating among the several degrees of
poésible behavioral evidence in the student teaching situa=-

tion. The rating scales were distributed early in the
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quarter to the evaluators to use as worksheets in observing
expected unit teaching behavior;. This 'gulded observation!
extended over a period of seven or eight weeks while the
unit was being developed with the c¢hlldren. Each student
teacher was rated by the cooperating tesching, college
supervisor, herself, and in ten cases the investigator.

It was thought that three and in some cases four opinions

as to each student's teaching pefformance would serve as

a rather reliable estimate of the student's unlt teaching
competencye.

" Situational test. The situational test (appraissal

medium 2) was a paper-asnd-pencll test which was arranged

to appraise course understandings as related to predicting
teacher behavior in life-like school situstionsg. Situa=-
tional testing was reported by the Office of Strategic
Services about 1941 as a scféening process for the selec-
tion of officer Per'sonnel.13 It was an organismic approach
to the observetion of a candidate's behavioral responses
when confronted with life-like situations. After 20 months
of experimentation, the Office of Strategic Services formu-

lated the followlng guidelines:

1. BEvery situational task should have a number
of alternative solutions,

13 _
O0ffice of Strategic Services, The Assessment of
Men (New York: Rinehart and Company, Inc., 1941), chapter I.




In

lines were directive yet some
situations seemed iImperstive.
identical,

vital to appraising relative growth.

two other

The accomplishment of a situational task
should not require very specielized
ablilities because if it does, a large
proportion of the candidates will be
seriously handicapped and unable to
participate on a level with the "experts."
Situations should be designed to reveal
the kind of behavior which cannot be
registered by mechanical means.

The most productive situations are those
which Iinvolve group action: each man is
called upon to accomplish something with
the aid of a few co~workers under condi-
tions which encourage initiastive and the
digplay of unigue patterns of response.
The candidates should be given an oppor=-
tunity, elther in the course of the task
or lmmediately afteﬁward, to discuss
their performance.l

L3

as much as neither facllities nor personnel were

available to observe all the students before or after
course experiences, it was necsssary to revert to obser-
vation through peper-snd-pencll responsesg in order to

assess a verbal prediction of behavior. The above guilde

hypothesizing that equivalent situations were

perience in the elementary schocl and were vallidated by

elementary teachers with similar teaching

1k

id., 227~-228,

—————punr

adaption to verbal testing

The pre~and post-test were

The teaching sgsitua-

tions originated from the writer's decade of teaching ex-
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experiences. The essential eriterion of a good situational
test 1s its congruence with reality. The selected teaching
situations were tried out on the students during the pilot
quarter not as a test but as group discussion. The stu-
dents! reactions as to the clarity of the situation and
ambigulty in the phrasing of the situation 1ed-to revision

of the instrument,

Appralsal of student teaching situation. Student

teaching situetions, vary from bullding to bullding and

from room to room within the same building. Thus the stu-
dent teachlng situation variable should be considered in
making an unbilased appralisal of the student's teaching com-
petency. Soclo-economic status and intelllgence quotients of
elementary school children have been used as measurable bases
for analyzing teaching situations. These data would be in-
teresting; however, it is not assumed in this study that

unit teaching effectiveness is limited to one level of in-
telligence or living. In order to analyze this variable,

it was necessary to sift out factors 1n the teaching situa-
tion which potentislly would make a difference in the
student's unlt teaching effectlveness. It was assumed that
five measurable situational factors might be involved;
namely, the previous unit experiences of the children, the
avallability of educational materials, the attitude of the

cooperating‘teacher toward unit teaching, the physical
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environment, and the size of the class group. An opéen-
ended check list (appraisal medium 3) wes devised to dis-
cover the degree to which the five above factors were evi-
dent 1in each of the 22 student-teaching situations. The
college supervisors and the observer shared the respohsin
bility for the check list analysis. The numerical code was
So erranged that a high total score would indicate a situa-
tion that appeared more conducive to effectlve unlt teach-
ing.

Student analysils of Education 517. In the process

of evaluating the relative effectiveness of two methods of
teaching, the researcher needed to substantiate her per-
ceptlon of methodological differences. An avallable re-
source would be the student's perceptions as to the teach-
ing procedures experienced in the course. 1In order %o
productively use this student resource, a Student Analysis
form (appraisal medium l) was constructed to numerically
record the frequency of selected teachling procedures
irrespective of their value judgments as to its instruc-
tional value. The latter response was recorded on &
Student Reactlionnaire form (appralsal medium 5) designed
to record personal value judgments. The questions in the
Student Analysis were developed to a 1arge extent from the
differences in pre-structuring noted earlier in this chap-

ter. The introductory statements, the way in which the
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gquestions were stated, and the coding explanations for
both Student Ansalysis and Reactionnaire were intended to
help the student to differentiate between analysils and
reactions. Five students who had participated in the pilot
study evaluated these two proposed instruments for clarity
and adequacy of the tools to measure student jJudgments.
Several questions were revised and then evaluated by 5
other students of wvarylng abllity who experienced the pillot
study. The two resulting appraisal mediums represented
what the investigatof and 10 students considered to bs
semantically understandable and comprehensive in relation
to course procedures.

The five appraisal mediums were included in this
chapter, rather than in the appendix, because they were a
vital part of the experimental design and thus necessary

for 1ts completeness.

Summary

The primary purpose of this chapter was to narrate
the actual ongoing experimental procedures. A general
overview of the experiment preceded an analysis of four
aspects of sclentific investigation. It was the intent of
the overview or running account to orient the reader to
the teaching situation and to the sequential relationship

of the experimental procedures,



W7

The sample population was identified in terms of
four learning variables and compared with 503 recent
elementary greduates té determine the representativeness
of the samplé. The process by which the educational objec~
tives evolved and the actual statement of the behavioral
objectives were treated in the development of the criterion.,
It seemed unwise, in light of current eduﬁational thinking,
to differentiate teaching methods in terms of opposing
schools of psychology. It was accepted that both an under-
standing of the learning process and the desired outcomes
of Education 517 would be the determining factors in struc-
turing the two instructional outlines. The basic differ- |
ence between the two teaching approaches may be referred to‘

ag the directness of experience provided for the achieve-

ment of the desired teaching competencies. The nature and
development of the five appralsal mediums were explored.
These flve data gathering devices provide a connectlve
link between the experiment as described in this chapter

and the interpretation of the data in the succeedling

chapter.
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Avpraisal Medium # 1

Th
teacher

Unit Teaching Effectiveness of Studeng Iggchers
is rating scale is an a&tempt to procure the opinions of the cooperating
and the college supervisor as to the unit teaching effectivaenaees of
in student teaching. Research has indicated that many

factors
and are
purpose
more to
teachin,
panel o
to circ
student
the rat

1.
2.
3.
4.
5.

1. In
a.

b.

c.
d.

8.

h.

are involved in teaching competency. Personal qualities are significant
often difficult to separate from teaching procedures. However, it is the
of the present inquiry to appraise teaching behaviors which are related
unit teaching procedures than to personality factors. The suggested
g procedures reflect a resume of the literature and the expression of a
£ judges composed of supervisors and teachers in the field. You are asked
le the degrcece to which the following teaching factors wexe operative in the
teaching situation. In order to have some consistency in the thinking of
ers, the following numerical code might serve as a basis for your judgments:

This factor was operative and observable to a very slight degree
" " T " " " " " slighc degree
1] 1 1 T} " n " an adequate degree
T} " " " " " 1 a high degree
' 1 1y T 1 1 " " very high degree

the selection and initiation of the unit did the student:

arrange common exploratory experiences in addition to verbal participation
1. 2 3 & 5

arrange the environment so as to stimulate interest in several possible
problems (on the maturity level of the group) yet avoid confusion

1 2 3 4 5

check school and community resources for learning materials 1 2 3 4 5
acquaint himself with teacher references and read appropriately in order to
develop background understandings 1 2 3 4 5

participate in and coordinate group thinking in the development of criteria
for unit selection and in the orderly progression toward the final selection
1 2 3 4 5

record the children's questions and organize them into sub-topics of the
main problem 1 2 3 4 5

lead thce children to define their objectives in terms of desired behaviors
1 2 3 [ 5

make an overview of the subject matter that might enter into the study and
think through a tentative sequence of experiences 1 2 3 [ 5

2. 1In the developmental phase of the unit did the student:

a.
b.
c.

d.

£.

8-

guide the amount and kind of committee organization in terms of individual
interest, class structure, maturity level, and job to be done 1 2 3 4 5
organize research experiences into whole group, committee and individual
situations 1 2 3 4 5

help the group to establish and record desirable committee behaviors and
agreements as to the use of space and materials 1 2 3 &4 5

help each committee or individual to become aware of its relations to the
solution of the main problems or understanding 1 2 3 4 5

work with individuals and with groups by circulating from group to group

1 2 3 4 5

pre~-plan and allow ample time for each research or activity period

1 2 3 4 5

encourage and direct children in becoming aware of and searching out various
research materials 1 2 3 4 5

select audio-visual materials that will contribute most to the study umder
progress, order materials on time, preview learning materials, show at the
time in the unit when the need arises, make arrangements for necessary
equipment ,help the children to know the reason for using the material and
what to look for or listen for, arrange the physical environment, and plan
for a follow=-through 1 2 3 4 5

g1
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6.
7.

9.

i. provide for individual differences in research experiences and expressional
activities 1 2 3 4 5 . -

j. guide expressional activities by providing a variety of materials, checking
on the safety of the tools, being aware of educational opportunities: s
suggested by the children, and keeping the activity periods within productive
limits 1 2 3 4 5

In the culmination of the unit did the student:

a. suggest a variety of ways to report information 1 2 3 4 5

b. help committees and individuals to pool information from a variety of
sources and prepare a report or group activity 1 2 3 4 5

¢. cooperatively select from group presentations facts for which the whole class
is responsible 1 2 3 ;

d. coordinate the shared activity for the purpose of communicating ideas rather
than putting on a ''show' 1 2 3 4 5

In cooperative planning situations did the student:

a. encourage every child to participate 1 2 3 4 5

b. provide opportunity for children to make choices within their maturity level
1 2 3

c. respect individual contributions and group decisions 1 2 3 4 5

d. recognize readiness for cooperative planning and begin in areas where the
children are competent to plan 1 2 3 4 5

e. stimulate thinking by asking questions 1 2 3 4 5

f. keep individual contributions to the point and relate to group thinking
1 2 3 4 5

g. create an atmosphere in which various sides of an issue are considered be-~
fore any decision is reached 1 2 3 4 5

h. help children to give and accept suggestions 1 2 3 [ 5

i. guard against keeping leadership functions which the children could assume:
at the same time directly take leadership responsibility in those areas of
experience where the maturity of the children was not sufficient to warrant

their assumption of leadership 1 2 3 [ 5
j. assume responsibility to point out possibilities, resources, and limitations
within which they were working 1 2 3 4 5

k. make sure the purpose of the discussion is clear to the children 1 2 3 4

1. keep the discussion moving steadily toward a solution of the problem

1 2 3 4 5
m. plan with the children in such ways that they were responsible as a group for

putting their plans into action 1 2 3 4 5
In evaluation cif situations did the student:
a. evaluate in terms of stated behavioral objectives 1 2 3 4 5
b. have an understanding of the evaluation process 1 2 3 4 5

consciously provide situations where desired behaviors can be observed
1 2 3 4 5
d. use evaluation as the basis for pre-planning, selecting materials and

activities, clarifying the needs of individual children (which can be used

Ce.

as next steps in individual and group progress) 1 2 3 4 5
e. plan evaluation of the total unit of work -~ growth and changes which have
taken place in the children - individual strengths, weaknesses, and problems

which need further attention 1 2 3 4 5
f. observe children during construction activity, offer suggestions, ask
questions, listen to the conversation of the participants, determine needs,
and take notes to use later in evaluation 1 2 3 4 5
use a variety of evaluation techniques, such as: whole or small group dis-
cussions, anecdotal records, check lists, paper and pencil tests, etc

1 2 3 4 5
h, take time at the end of work periods to look at the way they have worked to-

gethexr 1 2 3 4 5
i. use frequent reporting of group progress to the whole group 1 2 3 4 5
Did the student have a general understanding of unit development 1 2 3 4 5
How much help did the student need in carrying out the unit 1 2 3 & 5

what degree of success did the student experience in unit teaching 1 2 3 4 5
Additidonal comments either about the effectiveness of the student or the ade-
quacy of the suggested unit teaching behaviors are welcome. (Feel free to use

the back of the rating scale for your comments.)

5

ot
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sooraisal Medium #2

Ed. 517 Teaching Situations ES

What would you do if you were teaching in the elementary grades and found yourself
in the following situations? No one set approach is expected as individuals react
differently to similar circumstances. These teaching situations are intended merely
to stimulate your thinking by giving you an opportunity to project yourself into a
school situation and to become aware of the "why' of your behavior. Thus your
reaction will indicate how you would behave and why you have chosen that approach.

1. Ann Jones, a second grade teacher in a relatively large city, taught in a
school system which had a flexible social studies program. Some children in her
room became interested in atomic energy from a motion picture which a number of the
children had seen. The majority of the class indicated a desire to study about
atomic energy. What would you do if you were Miss Jones? Why?

61l



¢ NOIQHW TVSIVHddY

&£

Ed. 517 . 2 E. s

2. It is the custom in your school system to have a grade group meeting each
fall in order to become acquainted with the parents and to give. an overview of
expected growth. In the course of the meeting you discuss sccial education. How
might you relate social education to desirable citizenship behaviors? What might
be six desirable outcomes or objectives of a social e@ducation program?

i

3., One day at noon the teacher's lunchroom conversation reverted to the topic of
unit teaching. Mrs. Andrews, a well seasoned teacher, indicated that she did
ot teach by the unit method. She also indicated that she did not understand this
learning approach nor ware the advantages of *'this'"' method over the subject
centered method clear to her. Would you contribute to the conversation? If so how,
nov why not?
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Ed. 517

4.

3 ES
Much interest has been stimulated in your fifth grade by the viewing of

television programs. After discussing favorite programs you and the group want to

pursue
as the

A

b.

the problem - How do we communicate with others and exchange ideas? You,
teacher, begin to 'think through'" what might be involved in such a study.

What are some possible questions that the children or you might want to ask?

In getting answers to these questions, what possible research experiences
might be inwvolved,

After you and the children have consciously search ed for information, how
might you visually and verbally represent and interpret your information
in expressional activities,

otiL
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Ed. 517 4 .8

5. Suppose that you are a third grade teacher in a city the size of Columbus,
You and your group of youngsters have just launched a study invelving the Feeding
of Your City. The group has compiled a list of questions, such as: How is food
brought to our city? Who are the people who handle our food? How is our food
kept from spoiling? Where is our food sold? You feel that the group 1is ready to do

research. How would you as the teacher function Iin the organizing of committees,
and in the research process?

6. Suppose that you were a teacher in a school system in which regular parent
conferences were held. During one of these conferences a concerned parent asked you
how the "basic skills'" were taught in the unit, Let's further assume that this parent
is quite intelligent and that the 6 th grade child involved is a good all-round
student. How would you approach the problem?

6l
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Avpraisal Medium #3

This open-ended
possible factors in

Student Teaching Situation - Check List

check list is a device to help the observer to become aware of
the sgtudent teaching situation that could effect unit teaching.

The sources for the following judgments are: the cooperative teacher, the daily
program, the cumulative records, and the observations of the observer.

Possible factors effecting unit teaching
I. Previous unit experiences of the children

a. Are previous unit studies recorded on
the cumulative records?

b. Does the teacher indicate that formerx
studies were organized as units?

c. Do the children share in some areas
of planning?

a. Do the children locate and bring in
reference materials?

e. Is there wide participation in class
discussions?

£. Are groupings flexible in order
to meet various needs?

-

IY¥. Availability of educational materials

a. Are varied audio~visual materials
available?

b. Are various types of reading
materials available?

c. Are there reference materials?

d. Are materials available for
art experiences?

e.

ITIXI. Attitude of the teacher toward unit teaching

a.

b.

£.
8-

Does the daily program provide for
pupil planning and evaluation?

Is a unified approach used in
organizing the social studies on

the daily program?

Is a block of time allotted for

the social studies?

Do the teacher's comments indicate

a positive attitude toward unit teaching
Have resource libraries been ordered
for the room?

Is a stimulating environment provided?

IV. Physical environment

a.
b.
c.

d.
e.

Is the furniture moveable?

Is there work space?

Does the teacher have access to
audio-equipment?

Is thexre space to display materials?

v. Number of c¢hildren in the class

Q-

Code:

Is there adequate sgspace in terms
of the number of children in the roon?

1 2 3 Comments

3 to a high degree 2 some 1 to a slight degree

03T
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Appraisal Medium #h
Student Analysis of Education 517

This is an attempt to have you, the students, analyze the teaching procedures
used in Education 517. It is rather difficult to analyze a course without referring
to the personal qualities of the instructor. However, the primary purpose of this
student analysis is to get an honest and accurate appraisal of the method of
instruction as you experienced it in this course. Thus your responses ghould not
indicate your feeling as to the value of the teaching factors but should indicate
the degree to which the teaching factors were evident and operative in the teaching
procedures of this course. Please circle a number to the right of the question
using the following symbols as a basis for your thinking:

this teaching factor was operative and evident to a very great degree

in the teaching procedures of this course.

2. this teaching factor functioned to a great degree in the teaching of
the course.

3. this teaching factor was operative to an appreciable degree in the
teaching procedures.

4., this teaching factor was functionally evident and operative to a
slight degree in this course.

5. this teaching factor operated to a very slight degree if it actually

occurred at all in the teaching of this course.

1. To what extent were the stated objectives of the course clear? 1 2 3 4 5

2. To what extent were the objectives of the course used as guides in the selection
of instructional materials and activities? 1 2 3 4 5

3. To what extent was attention given to on-the~job teaching problems in the area
of social education? 1 2 3 4 5

4. To what extent were the course content and sequence of experiences pre~planned
and fixed by the instructor? 1 2 3 4 5

5. To what extent were the student's questions considered in the planning and
organization of this course? 1 2 3 4 5

6. To what degree was cooperative planning evident in the teaching procedures?
1 2 3 4 5

7. To what degree was there a sharing of responsibility between the instructor and
students in the selection of learning materials? 1 2 3 4 5

8. To what extent were the leadership and follwership roles shared between the
instructor and the students in class discussions? 1 2 3 4 5

9. To what degree was individual thinking encouraged? 1 2 3 4 5
10. To what extent did the instructor assume the role of rescurce person? 1 2 3 4 5
11. To what extent did the instructor assume the role of lecturer? 1 2 3 4 5
12. To what extent was provision made for committee experiences? 1 2 3 4 5

13. To what extent were resource people used during the quartex? 1 2 3 4 5

14, To what extent were audio-visual materials used? 1 2 3 4 5

15. To what degree was a variety of class procedures used? (lecture, discussion,
group work, group reporting, films, etc.) 1 2 3 4 5

16. To what extent were you given the opportunity to experience the unit method of
teaching in this course? 1 2 3

141
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Aroraisal Medium # S

Student Reactionnaire to Education 517

In order to improve instruotion, it is desirable to obtain the reactions of the
students to the course, This is an opportunity to evaluate the effevtiveness of Ed,
517 as a professional course for you as a prospsctive teacher, The only %true"
answer to each question 1s the way you feel., For each gquestion there are 5 possible
responses, This ranze of responses provides for varying attitudes toward the level
of effectiveness of this course, You are asked to indicate the effectiveness of
the course by circling a number to the right of the question,

l1le I think the course was extremely effective with respect to the factors
involved in this questions

2e I think the course was highly effective with respect to the factors
involved in this question,

3 I think the course was effective and adequate with respect to the
factors involved in this questione

L, I think the course was .ineffective and left much to be desired with
respect to the factors involved in this questionas

S, I think the course was totally ineffedtive with respect to the factors
invelved in this questions

1, How effective were the stated objectives for a professional course in social
education? 1 2 3 '

2+ What was the level of agreement between the announced objectives of the course
and what was actually taught? 1 2 3

34 Do you feel that the class followed a logical sequence of experiences for the
realization of the objectives? 1 2 3 L

Le To you feel that the written assignments were appropriate in the light of course
objectives and procedures? 1 2 ﬁ 5

e Do you feel that there was rezlistic consideration given to the zmount of outw-
side preparation required of the student? 1 2 3

6, Do you feel that the nature of the participation report increased your under-
standing of social education? 1 2 3 L 5

7. Do you feel that you were free to express your own thinking? 1 2 3 L 5
8., How effective was cooperative planning as a teaching procedure? 1 2 3 L 5

9. Was the sharing of leadershipand followership roles between the instructor and
students a worthwhile experience for you as a prospective teacher? 1 2 3 L &5

L0, o you feel that there was a conscious effort to relate the method of instruct-
ion used in this course to your teaching of social education in the elementary
school? 1 2 3

1le How effective were the classroom teaching mrocedures harmonized with concepts
of educational philosophy? (such as--wer learn from experience, from involvement
and problem solving) 1 2 3

12, Do you feel that your committee experiences during the course were valuable
learning experiences which had implicationa for your teec hing? 1 2 3 L &5

T3, How effective do you think the course was in terms of helping you to understand
and to gain teaching competence in the area of social education? 1 2 3 L S

1L, How effective was the method of teaching used in this course in helping you
to understand the unit method of teaching? 1 z 3 5

15, Were the reference materials sulitable for the course? 1 2 3 L 5

2qt



CHAPTER V
TREATMENT OF THE DATA

The treatment of the data in this chapter i1s one
phase of the total process of evalueting the effectiveness
of two methods of instruction with reference to certain
desired behavioral outcomes. Briefly, the evaluative
process involves: the setting up of educational objectives
(unit tescher behaviors--criterion), the conscious planning
of class experiences for the purpose of attaining the ob-
jectives (two methods of instruction), the devising of
instruments to gather relevant data (5 apprelsal mediums),
the providing of opportunities where the behaviors can be
observed and quantified (pre~ and post-situational test
plus student teaching follow through), and the treating
of numerical data to discover the relationship between in-
structional activities and outcomes. It should be noted
thet in the treatment of the data the researcher was work-
ing with the actual outcomes of instruction, In scientil-
fic investigation the relationshilp between the instruction-
al activities and the actusl outcomes is stated in the null
hypothesis which gives direction to the analysis of the
data.

153
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A restatement of the null hypothesis (chapter II)
was Intended to give focus and purpose to the selection of
the statlistical methods, and to the interpretation of the
statistical date. The null hypothesis stated that there
is no significant difference in the verbal or operational
attainment of the stated behavioral outcomes between a
student group which experienced one method of instruction
as opposed to a student group which experienced another
method of Iinstruction. An exploration of the null hypo-
thesis led to four implied issues around which experimental
procedures were organized to gather data.

a) Were the two sections of Education 517 taught
differently?

b) Was each method effective in relation to pre-
and post-test evidence?

¢c) Was one method significantly more effective
then the other in the attainment of verbal
behaviors?

d) Was there a significant difference in the
observed operational behaviors that can be
attributed to teaching methods?
It was also stated in chapter II that the educatlional

researcher was expected to calculate the mean gains in

achievement for each group as an index of the relative

effectiveness of the two methods of instruction. The term

relative effectiveness evoked & sense of restless skepti-

¢ism and a need for reflective searching. To terminate
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the evaluatlion by calculating the difference between the
mean gains in achlevement seemed a shallow, loose procedure
to this investigator., A mean gain does not necessarily
guarantee that the course was effectively taught or that

the method of instruction was responsible for the gain. It
is the researcher's opinion that effectiveness 1s & broader
concept that should be assessed from seversl points of view.
Was there some standard against which the resulis of these
two teaching processes could be vallidated? It was assumed
that an acceptable measure for validating the performance

in BEducation 517 would be an accumulation of previous per-
formances (cumulative point hour). Thus it was reasoned
that instructional effectiveness would be reflected in a
correlation between student performance in this course with
previous course performances,

This knotty problem of assessing effectiveness might
be explored from the student's point of view. It is tenable
that students on the college level have relatively mature |
judgments and have been subjected to enough clasgsroom teach-
ing procedures tec be capable of weighing the merits of
course experiences. Even though a student approach is open
to debate, an iﬁstructor cannot be 1mmune to students!?
attitudes and reactions in appralsing the effectiveness of

course procedures.
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In other words, the problem under investigation (the
evaluation of the effectiveness of two methods of instruc-
tion) should go beyond the acceptance or rejection of the
null hypothesis to an assessing of effectiveness from a
broader point of view including correlation with previous
performance and student reactions.

The organization of this chapter follows a rather
aimple pattern of progression. A general discussion of the
statistlical method was included to consider reasonable ex-
pectations from statistical analyses. A statistical analy-
sis of the numerical data assembled from the five appralsal
mediums 1ls followed by a non-statistical discussion of data
that were not quantified yet relevant to the investigation.
The verbal and operational behaviors were analyzed separate-
ly. An attempt was made to explain each statistlcal method
as it was functionally used in studying the nume;ical data.
The results issuing from these mathemétical computations
became the basls for accepting or rejecting the null hypo-
thesls and for making inferences pertaining to instruc-
tional effectiveness,

The researcher has used the remainder of the chaptér
as an opportunlty to amass and to examine anecdotal data
written during student teaching obgervations with the in-
tention of discovering potential,bloéks to unit teachinge.

A brief profile of the 22 follow-up subjects might reveal
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gome clueg as to the interrslationship of individual learn-
ing variables, method of Instruction, and course outcomes.
Course effectlveness was again viewed through evaluative
statements about and by the students after the student
teachling experience. The findings are summarized at the
end of the chapter by drawing implications for the teaching
of Education 517.

Statistical Treatment of the Data

Statistical method. Statlistical methods provide a

way of describing, analyzing, and interpreting numerical
dats whilch have grown out of an investigation. The theory
of probability 1s fundamental to statlstical method and
formulae. This theory, in turn, hinges upon observations
of what might be referred to as the law of chance, Accord-
ing to the law of chance, if a person should toss a coin
enough times, the coin would theoretically come up "“heads"
half the time and "talls" the other half of the time.
Events of heads and talls are equally likely. It is im-
possible to declare with certainty whefher one toss will

be theads' or 'tails', but 1t is possible by mathematical
calculations to predict the probability of heads in one

out of two trles. Statistical method should not be con-
sidered an end in itself but should be considered as formal-

ized procedures for sifting and relating data so that the



158

probability of facts which influence emplrical evidence

can be identified. The reader should be mindful that the
statistical inferences arrived at through mathematical com-
putations represent only approximations and predictions
that certain causes will produce certain effects. 1Instead
of arbitrarily setting 5 per cent or 1 per cent level of
significance as the region of rejection, the researcher
chose to report the probabllity level actually assoclated
with the findings and then to weigh the evidence for a

re jection or acceptance of the null hypothesis.

In planning the research design the Investlgator had
to make some decislons as to the statistical technique
whose formula most closely approximaﬁed the conditions of
the research (null hypothesis) and whose measurement require-
ment was met by the measures used in the research (type of
appralsal medium and numerical data gathered).

Apparently the educational regearcher must choose
between parameﬁric and nonparametric statlstical methods.
The characteristic of the population 1s called a parameter,
for example; mean, median, variance, or percentile. A
parametric statistical measure 1ls descriptlive of the dis-
tribution of a unlverse. When a parametric model is used,
the investigator assumes that his sample represents a normal
distribution of a unlversal population. Nonparametric

techniques are adjusted to a "distribution free" population
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and do not assume that the scores under analysls were
drawn from a normally distributed population. Many of the
nonparametric tests are identified as "ranking tests"
using scores which are not exact in any numerical sense
but involve simple ranks of one score being egqual to or
greater than another. An added advantage of the nonpara-
metric tests 1s thelr usefulness with small samples; a
feature to be considered 1in collecting data from a limited
sampling.

Siegel differentiated between parametric and non-
parametric statistical methods in the following discussion:

A parametric statistical test 1s a test whose
model specifies certaln conditions about the
parameters of the population from which the re-~
gearch sample was drawn. Since these conditions
are not ordinarily tested, they are assumed to
hold. The meaningfulness of the results of a
parametric test depends on the valldity of these
assumptions. Parametric tests also require that
the scores under analysis result from measurement
in the strength of at least an interval scale.

A non-parametrlc statlistlical test is a test
whose model does not specify conditions about the
parameters of the population from which the sample
was drawn. Certain assumptions are associated
with most non-parametric statistical tests, i.e.,
that the obgervations are independent and that
the variable under study hes underlying continuity,
but these asgsumptions are fewer and much weaker
than those assoclated with parametric tests.,
Moreover, non-parametrilic tests do not require
measurement so strong as that required for the
parametric tests; most non-parametric tests apply
to data in an ordinal scalei and some apply also
to data in a nominal scale.

1
Sidney Siegel, Nonparametric Statistics. (New York:
McGraw-Hill Book Company, Inc., 1956), pp. 30-31l.
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It became apparent from the identification of the
gsample population (73) in chapter III that an exact rela-
tionship with the parent population (503 elementary grad-
uates) was not represented. However, due to the existence
of a reasonable similarity in populatlion characteristics,
the nature of scaling the verbal scores, and the number of
sub jects in the-sampling, it was felt that parametric models
would be appropriate for analyzing the data pertaining to
verbal behaviors. Considering the limited sampling (22
students) in the follow through‘and the lack of exactness
in the observational judgments, a nonparametric technique
involving a ranking test was used in the exploration of the
operational evidence. The researcher received active
assigtance from the Statistics Laboratory at The Chio State
University in both the selection of the statistical method
and the IBM computatlions.

Verbal behaviors. Verbal bshaviors were measured on

the pre- and post-situational test (appraissl medium 2, page
149). In reality, this situational testing was a process of
assigning numerical ratings to how the students sald they
would react or behave in certain teaching situations. It
wa g thought that a difference between pre- and post-test
means, on an identical appraisal medium, should represent
the éxtent of verﬁal growth that took place during the

gquarter. The situational tests for each group were not



161

scored separately. All (73) of the papers were mixed to-
gether so as to reduce possible blas. The student re-
sponses to the teaching situations were scored in terms of
taking a definite course of action and extent to which
answers reflect understanding gsined in class. Each gques-
tion, except number L was evaluated on the basis of ten
points. Question four was given fifteen points.

The statistical method ("t" test or critical ratio)
for determining whether the difference between the two
means was due to chance of whether it was statistically
significant, involved a process of calculating the ratio
of the difference of the two means to the square root of
the sum of the squared standard error of the two means
(discussed in chapter IV). Tables 1 and 2 present the

data applicable to this statistical model.

TABLE 1
MEAN GAIN IN VERBAL BEHAVIORS IN THE CONTROL
GROUP (0)
Measure Mean o om Diff. "¢ Score™
Pre-test 18.08 .53 .75
Post-test  38.03 6.55 1.09 19.9% 15.47

*1% significance level 3.00
54 significance level 1.96
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TABLE 2
MEAN GAIN IN VERBAL BEHAVIORS IN THE EXPERIMENTAL
GROTUP (1)
Measure Mean o o'm Diff. "' Score’
Pre~test 18.31 l.87 . 807
Post-test 39.08 5.23 .883 20.77 17.68

®1% significance level 3.00
5% significance level 1.96

An inspection of tables 1 and 2 left little doubt
that a stable gain in achlievement with thls test took place
in sach greoup. The level of signiflcance was such that
there wags perhaps one possibillty in a thousand that this
gain was due to chance. If the difference cannot be attri-
buted to chance it is logical to assume the gain was the
result of course experiences to an appreciable degree.

Several provocative facts supplement the above pre-
and post-test data. Out of a possible 55 points, the
scores for group (0) ranged from 8 to 28 on the pre-tvest
and from 27 to L9 on the post-test. The scores for group
(1) had a pre-test spread from 11 to 30 and a post-test
frequencj from 30 to 49. There was very 1itt1e overlapping
of ascores on the pre- and post-test in either group. The

most able students scored about the same on the pre-test
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as the least able scored on the post-test. In both groups
the means of the two measures indicated that more than a
doubling in achlevement occurred. The dispersion of scores
around the mean was greater in group (1) than group (0) on
the pre-tegt but the situation was reversed on the post
meagsurement at the end of the quarter.

It would seem credible, from the above discussion,
to Infer that a significant amount of changed verbalizations
about behavior occurred which was not due to chance but to
related course activities. It might also be concluded
that both methods were effective but that the gain in
achlevement favored the experimental method. At this point
the researcher needed to do some reflective searching. Can
the superior mean gain in group (1) be attributed to method
(elass activities)? From the outset 1t was recognized and
accepted by the reéearcher that the validity and reliability
in constructing and scoring of the situational test could be
sub ject to debate. It was not the intention to skew the
instrument in favor of one method of teaching. Above and
beyond the potential test limitations would other factors
be operative in causing this difference between the groups?
If the conclusions were accepted, one would be asserting |
that there was a one-to-one correspondence between a parti-
cular cause (method) and a particular effect (performance).

In dealing with human beings one must take Into account
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the multi-learning variables that Interact to produce a
certain result. The question for exploration became--can
the superior mean gain in group (1) be attributed to method
when identified learning varisbles (chapter IV) are equated
in terms of post-test performance. To carry out this
analysis, coefficient of correlation and a multiple re-
gression were done involving the dependent variable Y omn
the six independent varlables X, to_Xé.

Before procedling further, it might be expedient to
comment briefly on correletion and regression concepts in
order that the selected statistical methods will have more
functional meaning.2

One of the underlying alms of this chapter is to
report the discovery of causal relationships of one variable
to another for controlling and predicting. In research,
correlation coefficients and regresslon coefficients are

used in pairing the relationship of two different varlables.

2

Francis Cornell, The Essentials of Educational
Statistics. (New York: John Wiley and Son Inc., 1956).

M. J. Nelson, E. C. Denny, Arthur Coladarci,
Statistics for Teachers. (New York: Dryden Press Inc.,

1956).

Herbert Sorenson, Statlstics for Students of

Psychology and Education. (New York: McGraw-Hill Book Co.,
1936.
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By relationship is meant the extent to which changes in
the measured amount of one varilable are associated with
changes in the other variable. The numerical exbression
of the amount and kind of relationship 1s indicated by the
coefficient of correlation. For the purpose of illustra-
tion, it might be advantageous to arrange two variables on
a scattergram to graphically represent the corelstion be-
tween the value of paired variables. One variable is
meagured along the vertical axls and the other one on the
horizontal axls. Each peir of measures form the coordin-
ates for a point (tally mark) in the scattergram,

Table 3 typifies a positive correlation (.501)
characterized by the location of the polints along an
ellliptical area with the majority of markings on the uppér
right and lower left guadrants. When the predominance of
polints are charted in the upper left and lower right quar-
ters the correlation is negative. When the scatter is
about the same in each gquadrant about the center a zero
correlation is present. All correlations range in sizé
from ¥ 1,00 (which is complete dependence) to O {complete
independence of one variable to another). A scattergram
is useful in visually showing how two variables may be
corelated but the actual computation of coefficilents is
abstractly arrived at by a formula whlch 1s used to express

these paired relationships 1n a numerical quantlity.



TABLE 3

SCATTERGRAM OF THE PRE- AND POST-TEST SCORES FOR
THE 73 EXPERIMENTAL SUBJECTS
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As noted in tables l} and 5, seven scores were avail-
able on each of the 73 subjects as follows: Xl was the
group veriable which took the value of 0 or 1 depending on
whether the student was in the control or experimental
group, X2 wag the students' Ohio State Psychological Exam-
ination total score, X3 signified the 0.S.P.E. reading
gscore, Xu represented the students'! cumulative polnt hour,
X5 denoted the score on the Minnesota Teacher Attitude
Inventory, Xé marked the pre~test score, and the varlable
v was the post-test score. Table L4 conteins the sums, sums
of squares, and sumg of cross products of the seven above
deslgnated variables. Coefficients of correlation, means,
and standard deviations for each of the variables can be
noted in table 5. In terms of the kind and the amount of
relationship between the six independent variables to the
dependent variable (post-test), table 1lh bears close
inspection,

Of particular importance 1s the correlation coeffi-
cient of .6L8 between the post-test and the cumulative
point hour ratic. If it is feasible to assume that cumula-

tive point hour is a stable indication of potential



TABLE L

SUMS, SUMS OF SQUARES, AND SUMS OF CROSS PRODUCTS

n =73

0SPE Cumlative Teaching Situation

Group Total Reading Point Hour MTAI Pre~Test Post-Test
xl x2 x3 xh is X¢ ¥y
X 36,000 2Li57.,000 2339,000 92,988 2262 ,000 659,000 11407.000
X, 34858L.,000  335L479.000 12890,L0l 318970,000 89562.000  186778.000
Xy 336368,000 12503.181 307L433.000 87054.,000  181L47.000

%), 521,37k 12759.630 3582.827 7533.167 -

xg 352201,000 89253.000  183788.000
X6 256724000 521664000
y 1197L.000
Sum 36,000 L4786.000 L4642 .000 192.0L45 4727.000 1328,000 28144000

89T



TABLE 5

COEFFICIENTS OF CORRELATION, MEANS AND STANDARD DEVIATIONS

n=793
OSPE Teaching Situation
Cumilative
Group Total Reading Point Hour MTAI Pre~Test , Post~Test
M1 *2 "3 *l s "6 d

xl 10000 0121 ills "‘.100 "'.O?S 0025 .090
Xy 1,000 822 1400 «226 o3kl o2U5
Xy 1.000 «357 o157 6330 o2U7
xh 1.000 $376 o570 648
Xg 1,000 0390 o1lié
X, 1,000 501
y 1,000
Mean o)-l93 65 0562 63 0589 2 0631 6)40 75 3 18.192 38 05h8
Standard
Deviation L,503 21,987 23.923 L7l 25,307 L.585 5.893

69T
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performance, then .68 represents a substantial relation-
ship between previous performance aﬁd performance on the
criterion measure. It would be unsagaclous to conclude
that the methods of instruction were effective 1n producing
performance comparable to expected performance. However,
these statistical dats gave the researcher another facet

of evidence to consider in judging the value of instruction.
The post-test correleticn of ,501 with the pre-test pointed
to the faect that students who did well on the pre-test had
a tendency to do well on the post-test despite the method.
The correlations of the other variables with y were negli-
gible at best. Yet it was worth pausing to ponder the im-
plication of the .090 correlation between the post-test
score and the group te which the students happened to be
members. One might hypothesize that student performance on
both pre- and post=test was not effected by membership in
the control or experimental group.

The high correlation between the 0.3.F.E. total score
and reading score would normally be expected since the read-~
ing score is included in the total 0.8.P.E. score and bears
a high correlation to part of the total score.

Thus far in the analyslis of the verbal data the
attention has been directed toward establishing effective;
ness by computing the difference in mean gains within each

group. It was noted that a very significant gain was
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evident in both groups. In an effort to pursue instruc-
tional effectiveness and dlifference in mean gains in rela-
tion to identified learning variables, correlations were
established in table 5. A substantial relationship was
found between previous achievement (cumulative point hour)
and achievement on the criterion measure (post-test) irre-
spective of group membership. Both instructional methods
appeared effective in terms of expected performance, Did
the experimental group do better on the post-test than the
control group when the learning varisbles are statistically
equated? (It will be remembered that a variasnce in mean
gains was noted on tables 1 and 2.) Is this a true differ-
ence when the learning variables for each group are con-
sidered?

Correlation and regression are inseparable. The
plotting of a line which best fits the swarm of marks
(table 3) and estimating the extent to which the swarm fits
the line is the function of the researcher in establishing
regression coefficients, Conslder the scattergram in
table 6 which is a duplicate of table 3., If an X was re-
corded for the mean score on each horizontal line snd an
0 for the mean score in each verticael column, the lines
of best fit for the X's and O's would be regression lines
Xl and Yl. (The O's and X's in the scattergram‘were approx-

imations for purposes of illustration.) These two



TABLE 6

REGRESSION LINES FOR PRE- AND POST-~TEST
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regregssion lines permlt one to make "the best prediction"
when one varlable is known. For example, a pre-test score
of 22 should produce about a post-test score of LL. (Find
22 on pre-test scele and move horizontally tc Yl line or
post-test prediction. Drop a perpendicular line down to
the corresponding post-test score. Regression coefficlents
like regression lines indicete the amount of change of one
variable which accompanies 2 given amount of change in
another varliable. When the situation calls for a predic-
tion involving more than two varliables in combination a
regression equation is derived. The regression equation
for ¥ in terms of the slx learning varlables was developed

as follows:3

Y = 1.66X1 - 02}{2 + .008x3+ 7'62Xh- .03X5+ .29X6+ 15.66

The regression coefficients and their test of sig-
nificance were computed from I.B.M. cards. "t" tests were
carried out to determine whether the coefficient of the
group varisable waé significantly different from O. The

results were reccrded in table 7.,

Computed by The Ohio State Statistics Laboratory
on I.B.M. \
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TABLE 7

"t" SCORES FOR THE REGRESSION COEFFICIENTS
OF THE 6 VARIABLES

Variasble Regression Coefficient "t" Score™
Group 1.66 1.57
0.3.P.E. Total Score -.02 .56
0.83.P.E. Reading Score .008 e 22
Cumulative point hour T.62 5.33
M.T.A.I. -.03 1.48
Pre-test .29 2.00

1 gignificance level 2,00+
5% significance level 2,67

The "t" ratio has 66 degrees of freedom (N-7) and
~for the coefficient to be significantly different from O
the value of "t" should exceed 2,00 on the 5 per cent sig-
niflcance level and 2.67 on the 1 per cent significance
level., With reference to table 7 it can be noted that the
group variable, 0.S.P.E. variables, and M.T.A.I. variable
have coefficlents that are not significantly different from

0. The cumulative point hour and pre-test scores are quite

significant.
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Essentially the same results were obtained when in
- place of the varlable y the increase yl(y—xé) was used,

In a multiple regression equation the ccefficient
shows the regression of the independent varlables on the
dependent variable with the effects of the other variables
ellminated., In other words, it is not necessary to substi-
tute all 6 variables in the regression equation in order
to predict y. Predictions based on high significant
coefficlents (cumulative point hour and pre-test) are more
reliable than those based on low coefficients. What rela-
tion does this regression analysis have to the problem of
determining whether group 1 dld better than group 0 on pre-
test and post-test when the 6 learning variables are
equeted? The regression analysis did not indicate that
there wés a difference between the control and experimental
groups in performance on the situational test when the
learning varisbles for each group are statistically con-
trolled. This reduced substantially the feasliblility of
inferring from taebles 1 and 2 that the difference in mean
gains'favored the experimental group.

In summarizing this section treating verbal behaviors,
several Inferences relative to the null hypothesils can be
drawn from the statistical data:

1) Both methods of instruction were effective in terms of

pre- and post-test evidences. Significant mean gains in



2)

3)
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achievement represented by "t" scores of 15.4.7 and 17.68
suggested that more than chance factors were operative
in these gains. It is reasonable to suggest that part
of the gain could be attributed to class activities.
Course experiences appeared to produce expected student
performance. A .6L45 correlation between performance on
post-test and previous performance (cumulative point
hour) would tend to intimate that the results of in-
struction were quite satisfactory when Judged by this
accepted standard of performance.

Neither method possessed superiority in relation to
verbal performance. The correlation between post-~test
scores and group membership approached zero (.090) which
would imply that membership in group (0) or group (l)_
had extremely little relatlonship to the students' post-
test score. The regression computations revealed that
the groups did not differ from each other in performance
when the 6 learning variables were statistically con-

trolied.

Operational behaviors. Operational behaviors is the

term assigned to the teaching behaviors observed in the

student teaching situation and numerically assessed by the

college supervisor, cooperating teacher, student teacher,

and the observer. The appraisal medium 1 (page 148) was
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so coded that the more effective student teachers scored
higher than the less effective students. A total meaning-
ful score was summated by multiplying the talllies for each
level of effectiveness by the numerical number assigned to
that level. These sums may be found in table 8. The head-
ing of each sub table represents the operational ratings of
each of the four evaluators involved.

Several factors led to the selection of an applicable
statlistical test: the smallness of the sample population,
the difficulty of translating judgments into exact numeri-
cal scores and interval scaling, the unlikely assumption
that the 22 students represented a normally distributed
population, and the realization that scores represented
simple ranks of effectiveness. A nonparametric U test
which 1s the most useful alternative to the parametric "t'"

L

test seemed a prudent choice. The U test is a mathematical
process of comparing the rank sum of the control group with

its mean 1In termgs of its standard deviation.

X =T -1, n, = number in control group
2
{ -—
. nlnz(n1+ e T3 n, = number in experimental group
12 Rl = rank sum of control group

U = Rl- nl(nl+ 1)
e

uSiegel, op. _cit., 116-127.



TABLE 8

RANKING OF JUDGMENTS OF OPERATIONAL EFFECTIVENESS

College Supervisor Cooperating Teacher Student Self-evaluation Observer
Case Judg= Case Judg~ Case Judg- Case Judg-
No. ment Group Rank No. ment Group Rank No. ment Group Rank No, ment Group Rank
57 13 1 1 57 114 1 1 53 146 1 2 57 11l 1 1
06 129 0 2 52 13 1 2 57 16 1 2 22 139 0 2
22 137 0 3 22 13 0 3 62 16 1 2 53 150 1 3
26 138 0 I 65 150 1 b 05 157 0 L 13 151 0 N
L5 Ul 1 5 h7 151 1 5 13 159 0 5 Lo 160 1 5
62 1hh 1 6 33 156 0 6 4o 160 1 6 69 162 1 6
58 17 1 7 26 159 0 7 15 161 0 7 65 176 1 7
05 148 0 8 13 162 0 8 22 165 0 8 15 179 0 8
53 153 1 9 53 163 1 9 L7 167 1 9 21 181 0 9
L7 154 1 10 Lo 16k 1 10 21 168 0 10 31 189 0 10
65 157 1 11 58 168 1 11 60 169 1 11
69 167 1 12 05 170 0o 12 06 172 0 12,5
41 168 1 13 L5 178 1 13 33 172 0 125
13 169 0 1 31 182 0 14 U5 173 1 1
33 170 4] 15 62 187 1 15,5 52 180 1 15
52 175 1 16,5 15 187 0 15,5 58 182 1 16
60 175 1 16,5 21 191 0 17 65 183 1 17
15 176 0 18 60 193 1 18 26 184 0 18
21 192 0 19 b1 1L 119 31 192 0 19
Lo 193 1 20 69 199 1 20 29 196 0 20
29 195 0 21 29 217 0o 21 69 200 1 21
31 207 0 22 k1 203 1 22
Rank Sum = 126.0 Rank Sum = 103, Rank Sum = 116,0 Rank Sum = 33.0 .,
X = o725 X = 4320 X = 4066 x = 1,078

#y should exceed 1,96 to be significant at the 5% level.

8iT
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The evaluator ratings in each sub table were arranged
in ascending order of magnitude in the column entltled
judgments. Case numbers provided a means of ldentifying
students. The group assoclated with each score was indi-
cated by (0) control or (1) experimental beside the score
in the group columm. The judgments were so arranged so as
to denote ranks 1, 2, 3 ==== up to the number Involved,

The rank sum found at the bottom of the sub table was the
sum of the ranks assoclated with the control group. For
example, in the sub table labeled college supervisors,

group (0) had ranks of 2, 3, L, 8, 14, 15, 18, 19, 21, and
22. The summation of these numbers was the rank sum of 126,
The solving for X (using the same example) became a matter

of making numerical substitutions in the U test formuls,

X = (126-{10)(11)) =-(10)(12) n, = 10
2 2
VTIO)(lZ)(lO+12+l) n, = 12
12 -

The X value should exceed 1.96 to be significant at
the 5 per cent level. None of the four observational ratings
attained thils stated level of importance. Thé ratings ob-
tained by.the student had only a chance relationship to his
instructional group in Education 517. Those students who

participated in the unit approach could not be identifiled
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from those students who experienced the lecture-discussion
approach. The range of judgments made by each group of
evaluators was rather striking. The spread of student self-
evaluation was less than half that of their college super-
visors and somewhat less than elther the cooperating teacher
or the obgerver. It would appear that students did not see
themselves in the same perspective as they are deemed by
their evaluators. On the whole, the students had higher
estimates of thelr teaching behaviors. A comparison of
case numbers indicated that there was some discrepancy and
some agreement between the four appralsers as to the
observed and felt effectiveness of the individual student
teacher,

An attempt was made to determine whether there might
be any group distinction in grades received in Education |
517 and in student teaching. The arrangement of the data
in table 9 l1s amenable to the nonparametric U test., No
consequential variaﬁces were found between the two groups
with respect to the grades earned in either student teach-
ing (operational behaviors) or in Education 517 (verbal
behaviors)., Several additional comments seemed appropos
to the discussion. Nine Ats were received in student
teaching as compared to four A's in Education 517. The A
students in Educatlon 517 were A students In the follow

through. When case numbers and corresponding grades are
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TABLE 9
RANKING OF STUDENT GRADES

Grade in Education 517 Student Teaching Grade
Case Case
No. Grade Group Rank No. Grade Group Rank
L7 ¢ 1 3 7 c 1 1.5
57 C 1 3 57 C 1 1.5
60 C 1 3 Ll B 1 8
06 C 0 3 LS B 1 8
29 C 0 3 52 B 1 8
Lo B 1 12 53 B 1 8
b1 B 1 12 58 B 1 8
L5 B 1 12 . 62 B 1 38
52 B 1 12 06 B 0 8
53 B 1 12 05 B 0 8
58 B 1l 12 22 B 0 8
62 B 1 12 26 B 0] 8
05 B 0 12 33 B 0 8
21 B 0 12 Lo A 1 18
22 B 0 12 60 A 1 18
26 B 0 12 65 A 1 18
31 B 0 12 69 A 1 18
33 B 0 12 13 A 0 18
65 A 1 20.5 15 A 0 18
69 A 1 20.5 21 A 0 18
13 A 0 20,5 29 A 0 18
15 A 0 20.5 31 A 0 18
Rank Sum = 117 x = ,132% Rank Sum = 130 x = ,987

*x should exceed 1.96 to be significant at the 5% level.
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matched, 1t was evident that the student teaching grade was
the same or higher than the course evaluation. In six of
the twenty-two cases, students were graded higher in
student teaching. This difference may reflect a broader
gscope of evaluation, than unit teaching behaviors, in the
student teaching grade.

Classroom teaching situations were thought to in-
fluence teaching effectiveness to the extent that this
situational variable was actively surveyed. The five sec-
vtions of the open ended check list (appraisal medium 3)
were tallied and totaled. No additional factors were in-
serted, but several raters qualified their estimates in the

comment column., The U test was again the baslic gtatistical

tool.
TABLE 10
RANKING OF STUDENT TEACHING SITUATIONS

Case No. Judgment Group Rank
57 38 1 1.t
L1 38 1 1.5
8 Lo 1 L
52 Lo 1 b
22 Lo 0 L
06 L1 0 8
L5 L1 1 8
62 L1 1 8
05 L1 0 8
26 bl 0 8
14O L2 1 11
65 b3 1 12
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TABLE 10 (contd.)

Case No. Judgment Group Rank
13 Ll 0 13
53 Lo 1 1.5
33 L6 0 1.5
69 L8 1 16.5
60 L8 1 16.5
15 52 0 19
29 52 0 19
31 52 0 19
21 57 0 21

Rank Sum = 133.KF X = 1,653

x should excesd 1,96 to be significant at the 5% level

The x value at the bottom of table 10 suceinctly
reported the lack of significant difference at the 5 per
cent level. From this date 1t follows that the student
teaching situations for the students in group (C) and group
(1) were not statistically different. This did not elim-
inate the possibility that in individual ceses the teaching
situations may have influenced teaching effectiveness; A
range of 38'to 57 points out of a pogsible 66 point
(analysis of student teaching situation-appraisal medium
3, page 150) would indicate that some situations were more
favorable than others with reference to specific factors

effecting unit teaching. By comparing grades in 517,
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student teaching grsades, and the ranking of the student
teaching situation, it became evident that the 9 cases who
received A 1n student teaching taught in favorable gitua-
tions which averaged L9.7 points. Coses 60 and 29 made a
conspicuous increasse from a grade of C in Education 517 to
A in student teaching. One of the recipients of C in Edu-
cation 517 and student teaching taught in what was judged
to be a weak teaching situation. The evaluation of the
teaching situation for the other case who received C was
not availeble. The primary probleﬁ was not to study in-
dividual cases but rather to determine whether a significant
difference existed between the groups in student teaching
situations. Only chance fluctuations were apparent between
the two groups.,

The statisticael analysis of the operstional data
provided a basisvfor reasoned Judgments that might affirm
similarity of operational behaviors between students Iin
group (0) and group (1). The two groups recelved corres-
ponding grades in Education 517 and student teaching. No
significant difference was discernible hbetween the groups
with respect to the student teaching situation. Group com=-
parisons rather than individusl case comparisons have been
the central focus In these summary generalizations for two
reasons: the nuli hypothesis is stated in terms of groups

rather than individuals, plus the fact that individual
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cases will be given further attention in the non-mathemat-
1cal treatment of the date in this chapter.

Student opinions., Student opinlions were solicited

as part of an effort to substantlate the premise that the
two courses were taught by dilverse instructional procedures
and to weigh student reactions in assessing instructional
effectiveness. The student anelysis (apprailssl medium l,
page 151) was designed to obtain student perceptions of
instructional activitlies., Table 11 tallied the responses
plus recording the test of significance between group re-
spongses. The numbers in the questions column correspond to
the 16 questions forming the evaluative tool. The numbers
opposite each question are the frequency of the score on
that gquestion iIn each group. A score of one indicated that
the student judged the teaching factor under conslideration
to be evident in course procedure to a very great degree.
Scores of two, three, and four gave the student a freedom
of cholce within a moderate range of expectancy. A score
of five would carry the student judgment that the teaching
factor was evident to a very slight degree if it actually
occurred at all. The i column, or mean value, for each
Question was computed by summing the vealue of each frequency
and dividing by the number of students %. The 52 repre-
sents the sum of the squared deviations which may be alge-

braically stated as 82 = Xz-(_l%(‘)2 . The value of the
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"t", used to test the difference between the groups on
each question, may be computed by making numerical substi-

tutions in the following formula:

t = X cont-i eXp.

/ S2cont + Sggxp

1131.027027

The "t" has 72 degrees of freedom snd for the group
to be expressively different the "t" score should exceed
2.00 on the 5 per cent level and 2.66 per cent on the 1
per cent significance level.

The interpretation of table 11 would be more meaning-
ful if the reader would continuously associate the welter
of figures In the table to the questions in the student
analysis appraisal medium included at the end of chapter
IV. Several general observations will follow an examina-
tion of student responses to each question.

The stated objectives were clear to a great or very
great extent in both sections (question 1), However, the
students in the experimental group felt that the stated ob-
jectives were noticeably more functional in the selectlon

of instructional materials (question 2). Little variance

The numerical denominator was computed by the
Statistics Laboratory.
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TABLE 11

Control Group (0)

Experimental Group (1)

Score Score
Question 1 2 3 L 5 x S2 1 2 3 L 5 X 52 ¥
1 28 10 1.2632 7.3684 29 7 1,194,  5.6389  0.70
2 18 12 5 2 1 1.8L21 39,0526 26 10 1.2778  T.2222 3403
3 100 16 9 3 2,1316  30.3L21 11 18 7 1.,8889 17.5556  1.28
k 30 8 1,2105 6.3158 2L 7 5 3 1.7222 35,2222 =2,90
5 3 5 6 9 15 3.7368 65,3684 30 6 1,1667 5.,0000 11.18
6 2 7 7 22  L.,2895 33,8158 2, 11 1 1.3611 10,3056 16,08
7 10 28  L.7368 73687 26 9 1 1.3056  9.6389  30.19
8 L 6 8 11 9  3,3947 63,0789 13 16 6 1 1.8611 22,3056  £.06
9 9 10 8 8 3 2,6316 60,8421 12 15 7 2 1.,9722 2649722 2,57
10 19 8 L L 3 2.,0526 65,8947 1 21 1 1,6389 10,3056 1,73
11 18 12 5 3 1,8158 33,7105 5 13 11 5 2 246111 L0.5556  =3,37
12 1 36 L.9737 9737 29 6 1 1,2222 8.,2222 15,13
13 2 36 LJoLTh 1.8947 L 19 8 &5 2.3889 26,5556 17.50
1 L 11 16 7 2.6842 30,2105 9 18 8 1 2,0278 20,9722 3435
15 3 1 17 3 3.5263 21.4737 30 L 2 1,2222 10,2222 14,93
16 1 1 b 32 L,7368 21 11 1.5278 16,9722 18.91

21,368l

*1% significance level should exceed 2,66
5% significance level should exceed 2,00

L8T
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wes noted between the groups with reference to the attention
given to on-the-job teaching problems in question 3. The
minus "t" score corresponding to question l left little
doubt as to the control students recognition of the instruc-
torts prestructuring of course content and experiences. A
"£" of 11.18 further disclosed a student awareness in both
groups ag to the extent to which their questions formed

the basis of course organization and activities (question
5). It was rather plain from both the response frequencies
and the estimated "t" of 16.08 that cooperative planning
was not operative in the control group (question 6).
Assuming that 30.19 approximates a true value, it follows
that group (0) members did not perceive themselves as shar-
ing responsibility with the instructof in the gelection of
learning materials (question 7). Even though a more than
chance variance existed neither group saw themselves sharing
as much responsibility for class discussions (question 8)

as for selection of learning materials. The encouragement
of individual thinking seems not too different yet signl-
ficant at the 5 per cent level (question 9). The responses
to question 10 were provocative. Most of the students in
the experimental sectlon ildentified the instructor as a
resource person to a great or very great degree, whille two-
thirds of the students in the control group were of the

same opinion. There was more significant differentiation
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between the groups in identifying the instructor as =
lecturer. The control group was more aware of the instruc-
tor as a lecturer than the experimental group (question il).
It was apparent that the conftrol group ldentified, to a
perceptible degree, the instructor as both lecturer and

re source person. The highest significant difference was
agsociated with the provision for committee experiences
(question 12). Group (0) registered almost unanimously

the absence of group work. The digtribution of resgponses
on question 13 revealed that the control group was cogni-
zant of the lack of resource people as an instructional
procedurs. Two resource people enriched the thinking of
the experimental group; to some students this meant that
regource people were used to a very great degree, to others
this frequency was not given the highest rating. This was
an example of the varying student perceptions of the same
class experiences. Both groups showed a spread of opinions
in regard to the use of audlo-vigual materials (gquestion
ili), but the "t" score favored the experimental group.
Grovp (1) appeared to recognize the variation in classroom
procedures., By the same token, the control students were
quite sensitive to the sameness of instructlonal activities
(quesbion 15). It was qulite significant to the investiga-
tor to note that the members of group (0) discerned the

ommission of direct unit experience opportunities as
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oprosed to a very positive response to unit opportunities
by the members of group {(1).

The general observations encompass two crucial ques-
tions--how did the students visualize the overall instruc-
tional procedures experienced in both sections and were
their diseriminations significantly different to infer that
the instructional approaches were digssimilar with respect
to directness of experience (underlying pedagogical differ-
ence established in chapter IV)? At thils point it might be
worth restating that the "tV score was an estimated value
of the difference between the two groups and as such de-
scribed a limited profile of teaching procedures. For
example, the "t" for question 1 suggested that the groups
did not differ to any measurable extent but 1t did not in-

dicate the extent to which the stated objectives were clear
| to the students. The responses to this guestion could have
been clustered around the lower end of the scale and have
produced the same "t". Since the "t" 1s an index of group
difference and not a degree to which teaching factor was
evident in both groups, it should be supplemented by the
mean (X valuej.

A hasty glance at the X values for the experimental
group would communicate to the observer that all the teach-
ing factors were operative to a great or very great degree

except the lecturer role of the instructor, the use of
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resource psople and the use of audio visual materials.
These latter factors were belleved evident from an appre-
clable to a great degree. From these data 1t might be
supposed that the instructor was z2ble to carry out the in-
structional methods outlined in chapter IV. To consistent-
1y carry oubt deslred procedureg to a great or very great
extent almost appears beyond human control or gskill. Possi-
bly the numerical code was blased or maybe the instructor
had the group "with her" in this experimentation. Neither
group was Informed about the research project by the in-
vestigator. Yet 1t 1s most likely that students living

in the same dormitories compare class assignments and
activities.

Generally speaking, the mean scores of the control
group showed a greater spread of judgments. Again the
researcher doubts whether teaching skill was elone respon-
gible for student perceptions whlch so closely approximate
the method the researcher was attempting to carry out. The
clarity of the objectives, the use of the objectlives as
guldes, the pre-planning of the course by the instructor,
and the lecturer role of the instructor were evident to a
great or very great extent, At the other end of the con-
tinuum the students estimated that cooperative planning,
sharing of responsibility in selecting learning materials,

committee experiences, and resource people were used in-

frequently as part of the instructional pattern. The
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participants of group {(0) checked the following teaching
variables as exlisting from a slight to an appreciable
degree: the use of students' questions in plamning the
course, the sharing of the leadership and followership
roles between the students and instructor, the occurrence
of divergent class procedures, It would appear that the
students in the non experimental group were rather objec-
tively discriminate in analyzing which methodological fac-~
tors were plainly evident and whieh factors were obscurse
in practice.

Would each group's general perceptlions of course
activities Justify the agsumption that directness of exper-
lence was the key differentiating element? The "t" and
mean scores substantiaste a positive position wlth reference
to thils assumption. Eleven of the sixteen factors were
significantly positive in favor of the experimental group.
The two negative differential values (pre-structuring of
course by instructor and the definite lecturer role of
the instructor) lend further support to the recognition by
the students of indirect unit experlencing in the control
group. In reality a reply to the inquiry can be succinctly
summarized by comparing group responses to question sixteen.
Thirty-six of the stﬁdents in the control group recognized
that very little or no opportunity was provided for‘them

to experience the unlt method directly. A counter tendency



193

was apparent in the experimental group by an acknowledged
awareness from 32 of the 36 students that direct unit
teaching was experienced to a great or very great degree.
It would appear reasonable to infer that the two sections
were taught differently and that some continuity existed
between the actual directness of experience and the pro-
posed dlirectness of experiences as outlined in chapter IV.

Student opinions were also invited as another source
of data to be used in evaluating course effectivenegs. An
understanding of table 12 would be facilitated by reference
to the Student Reactionnaire questions (appraisal medium 5,
page 152). The mechanics involved in the organization of
the table and the statistical computations were the same
as-those discussed for table 11, Agaln the "t" score needed
to be clarifled and supplemented by mean values (ﬁ). As in
the interpretation of table 11, specific attention to each
question wlll precede general statements in terms of over-
all course effectiveness,

The sample groups viewed both the stated objectives
and their agreement with actual objectives highly effective
(questions 1. and 2). Group (1) was inclined to rate higher
the ordering of course proceedings for the realization of
course objectives than group (0), (question 3). A high
level of agreeﬁent existed between the groupa as to the

appropriateness of the agsignments and the time required



TABLE 12

STUDENT REACTIONNATRE

Control Group (0)

Score

Experimental Group (1)

Score

Question 1 2 3 L 8 X s° 1 2 3 L 5 3 g2 p*
1 L 10 U 2,0000 28,0000 11 18 7 1.8889 17.5556 0.60
2 20 12 5 1 1.6579  2L.5526 22 12 2 1.l 12,8889  1.27
3 13 13 10 2 2,0263  30.9737 17 17 2 1.7500 3Le7500 0.7h
N 15 15 5 2 11,9211  36.7632 18 8 7 2 1.7500 34,7500 0474
5 17 12 6 1 2 1,921 Lk,7632 18 15 2 1 1.6111 18,5556  1.h2
6 10 10 13 1 L 2.hh7h 55,3947 15 8 7 6 2.1111 L5.5556 1,22
7 21 9 5 2 1 1,7632 40,8684 22 9 2 3 1.6111 30.5556 0.66
8 1 3 5 11 18 L1053  L3.5789 16 WUy 6 1,7222 19,2222 10.97
9 2 6 1 10 6  3,3158  Lk,2105 12 17 5 2 1.9167 2L.7500 6.15

10 10 8 10 7 3 2.6053 61,0789 15 20 1 1,6111 1045556  L.29
11 7 6 13 6 6 2,947 63,8947 1, 20 3 1,7500 10,7500 5,06
12 1 L 33  L,8158  11.7105 Uy 7 12 2 1 2.1389 L2.3056 13.29
13 9 16 1 1 1 2,1842 31,7105 8 20 8 2,000 16,000 0,97
1L 12 11 8 L 3 2,321 58,552 19 12 5 1.6111 18,5556 3.0k
15 11 20 7 1.8947 17.5789 15 21 1,5833 8,7500 2,21

™4 significance level should exceed 2,66
5% significance level should exceed 2,00

N6t
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for out-of-class preparation (questions L and 5), Even
though the nature of participation reports were not alike
the 2 groups responded allke in ranking the effectiveness of
the agsignments (guestion 6). The degree of freedom that
the students felt in expressing their own thinking might be
indicative of the guality of classroom "c¢climate" developed
in both groups (questlion 7). The students in the control
group responded negatively to the absence of cooperative
planning. The opposite student response was true in the
case of the experimental group, thus making a marked numer-
ical disparity between the groups {(question 8). While the
subjects in group (1) thought the sharing of leadership and
followership roles was highly effective, the subjects in
group (0) belleved such classroom procedures bordered on

phe ineffective (questlion 9). A conspicuous dissimlilarity
was noted in evaluating the attempt to relate methods of
instruction used 1n the course and the teaching of soclal
education in the elementary school., The experimental group
assumed this relationship to be more effectively accomplish-
ed (question 10). The control group fellowed through the
response to question 10 by recording the ineffectiveness of
the course in harmonizing teaching procedures and educatlon-
al philosophy (question 11). As might be expected from the
table 11, question 12, the highest salient differentiation

in effectiveness judgments was related to committee
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experiences. Not only was the variance notlceable between
the groups but within the experimentasl group the spread of
opinions indicated some uncertainty as to the value of the
committee experiences. The mean score for question 13 would
lead one to infer that both groups thought the course was
relatively effective in terms of gaining teaching competence
in soclal education. Yet when a similar question (1) was
directed specifically to unit teaching there was a signi-
ficant difference iIn favor of the experimental group. Even
though the reference materials were quite similar, group (1)
evaluated them as more effective than d4id group (0) {(ques-
tion 15).

A few collective and disquleting statements emerge
from the Student Reactlonnalre date. The control group
expressed a greater distribution of opinions, as was also
true in the Student Analysis of class procedures. The
narrowness of the range and the conslstency of hlgh effec-
tiveness eveluations in the experimental group may Indicate
that "halo" feelings were operative in student decisilons.
The students felt that the course was generally satisfying,
so every aspect of the course wasg checked effective. It was
hard to assume that one method of teaching could so effec-
tively meet the needs and learning expectation of 36 indi-
viduals. It was equally onerous to assume that the control

group was not aware, from the questions in student analysis
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and reactionnaire forms, that many supposedly desirable
instructicnal procedures were absent from their course ex-
periences. Yet the average student rated the course from
effective to highly effective in terms of gaining an under-
standing of soclal educaticn and unit teaching. It would
seem that the average college student tends to be satisfied
with course activities and does not react critically to the
instructional gap between "say" and "do" educational phil-
osophy.

These statements may be merely bilased inferences.
In the first place, the above discussion practically assumed
that one method of instruction should be superilior because
it exemplified current educational thinking about the way
learning takes place, Due to the countless comblnations of
multi-learning varliablegs in every teaching situation, some
of the assumptions about the learning process made by pro-
feasional educators have not been irrevocably established
(chapter IV). Then, too, 1t 1s only natural for students
to evaluate present experlence in relstion to previous ex-
periences. The students would eveluate course effectiveness
more in terms of previous cause experiences than in relation
to what might have been experienced. By and large group
opinions were not as significantly different in the respond;
ing to effectiveness as in estimating the occurrence of

actual teaching procedures. By and large the statistical
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student reactionnaire favored the experimental approach.

Acceptance of the Null Hypothesis

The ultimate purpose for gathering and critically
reviewing the experimental data was to accept or reject
the null hypothesis which stated that there is no signifi-
cant difference in the verbal or operational attainment of
the stated behavioral ocutcomes between a student group which
experienced one method of instruction as opposed to a stu-
dent group which experienced a dissimilar method of instruc-
tion. The four questions forming the directional framework
- for examining this educated guess were stated in chapter II
and bfought into focus again at the beginning of this chap-
ter. These four querries provide continulty and direction
in summarizing the findings in the preceding sections with
the intention of arriving at a ratlonal position pertaining
to the null hypothesis. The data relative to each question
will be summarized separately.

1. Were the two sections of Education 517 taught

differently? Instructional data were secured from three

sources: pre-structure outline, student analysis, and
anecdotal records. The structural outline (chapter IV)
presented the preplanned wrlitten assignments, division of
responsibility between students and instructor, and sequence

of course experiences. The tentativeness of the class



199

activities for group (0) allowed freedom for cooperative
planning and direct student participation in the selection,
development, and evaluation of a group study. The student
analysis recorded a significant difference between the
groups in 13 of the 16 suggested teaching factors. A very
sallient recognition by the control group of little or no
provision to experience the unit approach might be contrast-
ed to the conspicuous awareness of unit experiences by the
experimental group. Realizing the inescapable element of
sub jectivity, the daily logs (Appendix B and C) lend support®
to the student analysls of teaching procedures and parallel
the pre-~structure outline. On the base of statistical and
degcriptive evidence 1t seemed reasonable to contend that
the two sections of Education 517 were taught by unlike
methods which were differentiated by conscious provision

for directness of the unit approach and student involvement.

2. Was esach method effective in relation to the pre=

and post-test evidence? The difference in mean gains between

the pre- and post~test4for group (0) was 15.47 and 17.68 for
group (1). These distinctions were significant to the ex-
tent that 1t was highly improbable that this gain was due

to chance, It can be assumed that the teaching procedures
were vital factors in the learning situwations and to some
degree responsible‘for the increase in verbal understandings.

Each method appeared quite effective in bringing about verbal
growth.
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3. Was one method significantly more effective than

the other in the attalnment of verbal behaviors? A multiple

regression was done to determine whether group (1) actually
did better on the post-test than group (0) when the six
known learning variables were equated. The results of this
computation 4id not indicate a difference between the groups
when the learning variables were statistically controlled,
With some degree of confidence it was possibie to say that
neither group enjoyed superior gain in verbal behaviors.
Consequently neither method enjoyed superiority.

. Was there a significant difference in the

observed operational behaviors that can be attributed to

teaching method? The obsgerved operational behaviors were

numerically rated and ranked. No real variations were found
between the two groups in regard to observer judgments,
gredes, or teaching situations. Again ﬁeither group or
subsequént teaching method appeared superior.

After establishing that the two courses were taught
differently, the behavioral findings emergling from the sta-
tistical examination of the data left the researcher no

alternative but to accept the null hypothesis.

Effectiveness of Instructional Procedures

In as much as the problem under investigation con-
cernsg an evaluation of the effectiveness of two methods of

instruction in attaining certain desired outcomes, further
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attention was converged on the term "effectiveness." The
researcher attempted to develop a broader point of view for
evaluating effectiveness than mean galn in achievement which
satisfies scientific research {(chapter II). It 1s con-
celvable that the null hypothesis could be accepted or re-
jected and neither method be effective. Performance on the
post-test was found to have a correlastion of .68 with an
accepted standard of performance (cumulative point hour
retio). The instructional procedures appeared effective
in producing expected student performence. The students
judged both methods to be effective but generally rated the
effectiveness of the experimental approach slightly higher
than the control procedures.

Method per se warrants consideration as a causal
influence in the attainment of the deslred outcomes. 1t
wag imposslible to identify a caussl relationship between
directness of experlence and the actual verbal and behavior-
al performance of the tﬁo student groups. Yet a noticeable
relationship existed between student estimates of course

effectlveness and the directness of the unit approsasch.

Non-statiagtical Treatment of Data

Not all of the evidence was directly applicable to
the null hypothesls nor amenable to quantitative symbols

and statlistical methods. Anecdotal material together with
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post student teaching Judgments shed luster to the overall
evaluation of course effectiveness. Thus it was thought
desgirable to expand scilentifiec requirements and to explore
non statistical data for the purrose of discovering plaus-
ible blocks to unit teaching, interrelatlionships in student
profiles, and course 1lnadequacies. This exploration plus
the preceding statistical analysis of the data became in-
herent to implications for course amelioration.

Plausible blocks to unit teaching. Summary anecdotal

accounts for sach obgervation were made by the Investigator
during the student teaching follow through. Ten students
were visited on an average of six times for a pericd of an
hour to an hour and a half once a week., The researcher
gought to discover those factors which seemed To reduce the
unlit teaching efficiency of the student in the classroom
situation.

Perhaps the most distinet and recurring opposition
to high quality teaching performance was the lack of group
control. Group studies were begun before the student knew
her group and had esteblished a cooperative relationship
with the children. CGenerally the morning schedules had been
devoted to skill development. When the routine of the child-
ren was changed, the group needed orientation to new routine
or confusion was audible and vigible. Lack of group control

might also be traced to the paucity of previous unlt exper-

iences., If this method of teaching had been used by the
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cooperating teacher, the children k¥new what to expect and
what was expected of them. Too rapid a translition, con-
verting control from without (teacher control) to control
from within (cooperative planning and responsibility), re-
leased freedom before a balance of freedom and responszibllity
had been accepted by the group.

During the development of the unit the pacing or
timing of discussion periods and research activities led to
loas of pupll interest and meager understandings. A keen
sensitivity to overt signs of group disintereat and fatigue
on the part of the student teacher wass seldom observed.
Work verlods were often too long for the job to be done.
Where group discussions were carried on past the point of
involvement, distracting behaviors resuited. Nelther whole
group reactlons or individual behaviors were sensed and
redirected rapidly encugh for 1ldeal progresss of the study.
In several instances attempts were made to be "too dembcra-
tie". For example, when second gradsrs spent forty minutes
voting for the person responsible for each work material,
the group was lost before the work period began, Deficiency
in student pre-planning may have been a limiting factor in
pacing. There 1s perhaps no substitute for stimulating
teacher ideas in motivating group action. Those students
who constantly interjected resourcafui suggestions kept

thelr groups pulling together toward common goals.
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To the observer, committee experiences disclosed
some student frustration. The prospective teacher frequent-
ly assumed the children to be mature beyond thelir years.
Clear step-by-step procedures for group underitakings were
not communicated. Too many simultaneous grouplngs made it
Impossible to give adequate assistance svery work period.
This thwarting situation may have been averted to some
degree if whole group plamnmning of potential committee
accompllshments had preceded the actual werk period. A
brief evaluation at the end of a multl group session should
yield direction for pre-planning the next day's agendsa.

There was a tendency to rush through research exper-
lences only to find that the expressional activities repre-
sented surface understandings. The committee-of-the-whole
could have been used more frequently to lmplement the
angwer getting process. Where considerable teacher direc-
tion, few or special resources, development of basgic
generalizations, and general group interest were involved
to a high level, whole group activity might heve supplanted
Individual or committee efforts.

It is accurate to say that the sensing of group
rapport and group reactions, the pacing of the activities,
the pre-planning in detail for alternative procedures, the
judging of approprlate commlttee experiences, and the

cooperative planning and exchanging of ldeas appeared to
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be plausible blocks to unit realizatlon. It is hoped that
through evaluative experlences the prospective teacher will
recognize these limitations. In time, such an additive
process of broadening educational horizons should transform
plausible blocks to plausible unit teaching power.

Profiles of follow through students. Table 13 brings

into sharper focus the Iinterrelationships of student char-
acteristicas. This phase of the study was an effort to
balance the rigld analyses of the data in dichotomous in-
structional groups and to suggest 1Individual and group ten-
dencies that may be provocative to teacher educators.

If the Ohio State Psychological Examination is a
predlctive measure of probable academic success in college,
why do the A students, with the exceétion of case 15, re-
present the third quartile of score distributions on thils
examination? The first and second guartile members recsived
B or C evaluation marks., Did the instructlional program
fail to reach the more able students? There was no ten-
dency for the high capacity students.to perform differently
under one teaching method or the other. If the most effec-
tive teachers are of aversage capaclty, should this factor
be considered in pre-gervice selection? What combination
of factors caused Nos. 13, 65, and 69 to perform well in
verbal and operational situations? Why did Nos. 29 and 60

"elick™ in student teaching with an apparently low verbal



TABLE 13

PROFILES OF FOLLOW THROUGH STUDENTS

Stu~ Teach~—
0°S°P°E° Cum, Coll, Coope Obser- dent Grade ing
Case Read= Pt. Pre-~ Post~ Self Sup. Teach, Ver Teachs in Situa-
No. Group Total ing Hr. M;T.A.T. test test Rating Rating Rating Rating Grade 517 tion
05 5 53 59 2,564 L2 20 Ui 157 148 170 B B Ll
06 3 69 8y 2,797 78 20 30 172 129 * B c il
13 3 67 65 2.L409 32 17 L5 159 169 162 151 A A Lk
15 2 82 h 3.301 70 28 L9 161 176 187 179 A A 52
21 3 29 31 2.661 97 19 30 168 192 191 131 A B 57
22 2 77 78 24239 58 20 39 165 137 143 159 B B Lo
26 3 59 90 3,077 77 17 43 184 138 159 B B
29 3 62 23 2,77h 17 20 39 196 195 217 A c 52
31 3 L7 39 2,872 84 22 L1 192 207 182 189 A B 52
33 2 . 83 51 2,594 68 17 38 172 170 156 B B L6
110 3 an b7 2,301 70 19 Lo 160 193 164 160 A B k2
k1 . 3 75 85 2,906 58 30 39 203 168 194 B B 38
L5 2 81 86 2.870 60 18 L7 173 141 178 B B b1
L7 2 93 86 2,793 80 16 39 167 154 151 C c %
5o 3 69 59 2,781 I 15 L3 180 175 131 B B Lo
53 1 97 98 3.066 95 21 Lh 146 153 163 150 B B 46
57 3 72 90 2,230 77 19 38 146 73 11k 111 c c 38
£8 2 91 8L 2.895 L 18 IS 182 7 168 B B Lo
60 3 72 65 2,700 80 16 33 169 175 193 A c L8
62 1 97 96 3.340 36 21 146 b 187 B B
65 3 52 39 2.845 59 20 Lo 183 157 150 176 A A L3
69 3 75 82 3,26l 92 30 L9 200 167 199 162 A A LB

*Information was not available,

90¢
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understanding of unit teaching? Part of their success in
student teaching might be attributed to favorable teaching
situations. By and large, a rather close relationship
existed between how the students said they would behave

and actual teaching behaviors in the classroom. The affin-
ity between the desirability of the student teaching situa-
tion and the student teaching grade has been alluded to on
pages 183 and 18h.

The subjectivity in evalustive observations was
manifested in the range of individual judgments for the
same teaching performance. In some ratings the difference
was slight; in others the discrepancy was decidedly pro-
nounced. For example, a disagreement of 73 points (case
57) between student and college supervisor evaluations re-
vealed 1little communication. A variance of 30 points or
more was noticeable for cases 6, 26, L0, W1, L5, 57, 58,
and 69, The same letter grade in the pre-service teaching
experience represented varying degrees of effectiveness.

A grade of C was given with supervisor ratings of 73 and
15L. Supervisor assessments of 129 to 175 fell in the B
category. A retings were given for evaluations of 157 to
207. The inference that student teaching grades were in-
fluenced appreciably by the teaching situation and the
standards of the indivlidual supervisor was Inescapable from

this limited data. Gaps in operational égreement with the
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student judgments were numerous for both the cooperating
teacher and the observer. Reference was made on page 180

to the relatively high student self evaluations. The oper-
ational data suggested a need for more realistic communica-
tion between the student, supervisor, and coopersatiag

teacher as to expected effectiveness and the level of attain-
ment. It would be redundant to present a resume of each
student's profile in as much as the above general patterns
are group trends of individual relationships.

Post student teaching evaluations of and by students.

It was reasoned that after the student teaching experience
the effectiveness of Education 517 could be viewed in a
more functlional perspective. By tabulating the responses
on appraisal medium 1, page 148, it was possible to esti-
mate behavioral areas that the student, cooperating teacher,
and college teacher judged to be ineffective in the class-
room. In addition to these tabulations, the follow through
sub jects reacted verbally to the adequacy of Education 517
in developing professional readiness for classroom teaching.
From the combined judgments of the evaluators in
table 1llj, it is possible to dlscern teaching competencies
that could be more functionally treated in the professional
course. The numbers heading the five columns colnclide with
the five estimates in the ineffective-effective continuum.

It was the consensus of opinion that students lacked skill



TABIE 1L

TABULATION OF UNIT TEACHING EFFECTIVENESS OF
STUDENT TEACHERS
(Appraisal Medium 1)
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|

P

1 2 3 L 5

1 a 3 L 25 19 13
b 3 i 1l 21 18

c 11 25 26

a h 17 22 17

€ T 6 17 20 8

f 1 2 8 31 19

g 1 5 21 22 7
h 1 2 1y 25 21

2 a 1 17 2l 18
b 5 15 21 16

c 1 2 25 21 7

d 1 2 26 21 6

e 11 22 2l

f 2 19 21 19

g 2 21 26 10

h 1 11 18 31

i 2 17 35 8

J 3 21 31 9

3 a 3 17 23 16
b 1 2 17 26 10

c 7 15 20 10

a 1 1l 26 19
L a 10 27 26
b 20 30 12

c 6 35 23
el 1 20 36 L.

e 1 13 3l 1

f L 18 33 6

g L 25 21 3

h 1 17 35 10

i 2 27 25 7

3 21 37 5

k 1 20 32 8

1 2 27 25 8
m 2 19 28 11
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TABLE 1l (contd.)

1 2 3 L 5

5 a 1 27 27 13
b 1 22 26 1k

e 3 25 28 3

d 3 26 26 9

e 3 23 25 9

£ 3 - 17 30 11

g 2 30 19 10
h 2 19 18 19

i é 18: 28 s

6 1 2 13 32 15
8 21 17 12 2

8 1 13 35 13

in arranging the environment, providing for common explora-
tory experiences, and coordinating group thinking toward
the flnal selection of the unit. (In seversl situations
the student did not participate in selecting the unit as
the group study was pre~-determined.) The orgenization of
research experiences into whole group, committee, and
individual undertakings proved difflicult for the beginning
teacher. General classrcom management during research and
expressional activities fell short of the ideal. In cul-

minating the study, the student might have assumed more
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responsiblility for the formulating of generallzations
gleaned from group research, Overall growth in cooperative
planning and evaluation would be desirable. Adequate
directing of group discussions and evaluations were lesg
frequently observed.

In regard to verbal student reactions, there was
common recognition in group (1) that either writing a re-
scurce unit, reading more units carried on by others, or
obgerving a unit in an elementary classroom would have en-
riched course actlvities. The students acknowledged the
value of developlng a group study on the ccllege levsl.
Yet they felt that the experience of planning and writing
a resource unit would have glven them more security in
student teaching.

The control students (group (0)) stated that writing
a regource unit plus class instruction sdequately prepared
them for teaching. The group regquested more direct exper-
ience with the unit approach either through actual parti-
cipation or observation. A recognized need for a deeper
understanding of committee work was recorded. Several
students indicated the desire to prepare a bulletin board
and daily lesson plans for one week in order to strsss the
heed for pre-planning.

Each group seemed satisfied with the instructional

procedures but would like to have incorporated what the
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other group experienced. This supported the researcher's
huneh that each group wag well aware of what was happening
in the other group. Recognizing the human element involved,
some direction for course improvement can be sifted out.

In general, the students would like to experience unit
teaching, write a resource unit, see unit teaching "in
action" on the elementary level, and have a better under=-
standing of cormmittee expectatlons.

Methodological implications for Education 517. To

avold a recital of the statistical and non-statistical
findings discussed and summarized earlier in this chapter,
implications from these (presently available) data were
suggested for the purpose of instructional improvement.
The emphasls was not what were the results of the investi-

gation but what implications did the gathered data have for

direéting course activities.

The researcher must envisage realistically the pene-~
trating cﬁallenge at the core of accepting the null hypothe-
sis. Acknowledging instructional differentiation, how can
the similarity of verbal and operational outcomes between
the two groups be justified? Should one infer that class-
room activities have little causgel relationship to the de-~
sired outcomes? Do students learn in splte of instruction
rather than because of 1t? Attempts to find the reason or

reasons were speculative, The results of this Investligation '
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are applled to the gpecific situation in which they
occurred.

The difference in mean gainsg in verbal achievement
between the pre- and post-test predicted that class exper-
iences influenced behavior beyond a chance relationship.
Teaching method was an esgsential factor in changing behavior
toward desired outcomes. It did, however, show that neither
method produced superior performance on the post-test. It
would appear that when course objectives are clear and when
organized teaching procedures are followed for the attain-
ment of the steted objectives, the college students have a
frame of references for 1lluminating relevant eXxperience
that makes actual experiencling unnecessary., Lecturing was
an effective as actual unit spproach in developing positiﬁe
attitudes toward and transfer of unit teaching behaviors.
The firsthend, personally Involving experiences, while
good, were not sufflcient. The results suggested that in-
volvement did not eliminate passive listening (nonverbal
participation). Yet, student reactions supposed that
teacher compestence could be achieved to a higher level if
the course were conducted in a more integrated manner for
maximum insight, utility, and transfer.

In the selection of pedagogical procedures instruc-
tor preference should be welghed. Instructor security bears

a psychological relationship to teaching effectlveness.
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Any structural framework should encourage the instructor
to exercise resourcefulness and ingenuity.
Student preference cannot be dismissed in evaluating
and planning for more adequate instruction. While the
ma jority expressed the desire to particlpate in the unit
approach, the students who developed resource unlts felt

logs anxiety 1in student teaching. 4 plan cf

|

nsbtruction

including both resource and fteaching unit is fe ble.

©
s

3
However, 10 weeks 1s a relatively short period of time to
pursue fully an extensive gamubt of activities. Profession-
al course work ssems merely to make students somewhat aware
off problems, but real teaching problems ars encounteréd and
recognlized during student teaching. Possibly a workshop or
problem centered course after the teaoﬁing sxperience would
be more beneficial as situdents would be aware of unit tesch-
ing weaknesses. Such areas as unit selection, committee
expectations, cooperative nlanning, and evaluation were
suggested for student exploration and growth.

Returning to the methodological challenge, 1s method
significant? It 1is hardly possible to argue convineingly
agalinst the verbal growth that was svident. Yet, similar-
ity of behavioral performance for the two groups reduced
the significance of direct experiencing in influencing
changed behavior. The challenge becomes one of making de-
cisions about structuring class procedures in light of

action oriented outcomes, research about the teaching
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learning process, and continuous evaluative evidence. Are
there implications for raising the levsl of transfer? Yes.
Transfer depending on "idenhtlcal elements" from college unit
experience to the elementary classroom experience 1s not
sufficlent even though relationships for potential transfer

Y~ 2

exist. This experiment indicated that understanding of
general principles underlyling unit teaching behaviors may
be the key to fostering transfer., If so, the method of
teaching must be direcved toward securing mocre transfer
through a multi-sltuational approach (actual experiencing,
observing, reading, writing resource unit) which 1is design-

cd te arrive at generalizations about unit teaching be-

haviorg.



CHAPTER VI

REFLECTIVE AND PROJECTIVE DISCUSSION

Origin and Significance of the Problem

The motivating force which generated the undertak-
ing of this study was curiosity. Many recurring and in-
triguing questions emerged from the researcher's teaching
experiences on the elementary school level. Would direct
experiencing in a professional course influence unit teach-
ing behaviors in the elementary classroom? On the college
level, would transfer of desirable educational outcomes
from the professional course to the elementary classroom
result from building attitudes toward the behaviors
through vicarious experiencing or through the direct ex-
verlencing of the desired outcomes? The broad problem
area lnvolved experimental research to determine the
effectiveness of two methods of instruction in attaining
a higher level of teachingrcoﬁpetence, In ordexr to esti-
mate, and £o observe competency, 1t became necessary to
judge instructional effectiveness not only at the end of
course activities but also in a student teaching follow
through. Embedded in any effort to foster unilt teaching

behaviors was the preliminary step of identifying unit

216
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teaching in terms of desirable and observable teacher
behaviors. .

The researcher's curiosity was supported by an ack-
nowledged awareness found in the literature and by a re-
cognlzed relationship of the problem to the basic goals of

teacher education,

Delimiting the Problem

The proposed problem was explored in light of the
experimental method of research. Withlin this working
framework the problem and null hypothesis were stated--

A. Statement of Problem--A study to evaluate the effective-
ness of two methods of instruction in teacher education
in attalining certain desired behavioral outcomes.

B. ©Null hypothesis--There is no signifilcant differencs 1in
the verbal or operational attaimment of the stated be-
havioral outcomes between a student group which ex-
perienced one method of instruction as opposed to a
student group which experienced another method of
instruction. o

Analysis of the null hypothesis led to certain pertin-
ent questions which the experimental procedures were
organized to answer--

1. Were the two sections taught differently?

2. Was each method effective in relation to
pre- and post-test evidence?

3. Was one method significantly more effective
than the other in the attainment of verbal
behaviors?

ly. Was there a significant difference in the
observed operational behaviors that can be

_attributed to teaching method?

Hlistorical Perspective

"The primary objective of the retrospective summary

was to discover the progress human ingulry had made in the
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investigation of analogous problems. Available literature
was reviewed in two spheres of research activity; namely,
the identificatlion of classroom competencies, and the ex-
perimentation relevant to instructional methods on the
college level., Direction for identifying teaching behaviors
was found in the Commonwealth Teacher Training Study, the
thinking of a committee representing the American Educa-
tional Research Association, the»studies planned by the
Colleges of New York City, the New England School Develop-
ment Council's attempt to define competency, and several
individual research contributions. Devious procedures were
used to identify teaching competency. However, observation
of the actual classroom situation by qualiflied observers
and recalled incidents by teachers or supervisors appeared
to be promlising research techniques.

A résumé of 92 isolated, experimental studles of
instructional methods on the college level revealed incon-
clusive and contradictory data. Instructional procedures
have been camouflaged by numerous labels but revert to the
investigator's interpretations of lecture versus discussion,
or more recehtly, instructor centered versus gtudent cen-
tered. Teaching methods lacked identification and consist-
ency in succeasive experiments. An inspection of the re-
lated studles indicated that the difference between the

measured resgults of the various methods of instruection were
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generally small and unreliable. Mastery of subject matter
has been the most prominent educational objective in the

ma jority of the investigations. It was difficult to relate
student preference or student ability to any one teaching
procedure. While a respectable quantity of experimental
research has been done, its value might be subject to debate.
Much duplication and loss of productive effort has been due
to the lack of cataloging, the short duration of the study,
the small student sampling involved, and the lack of inter-
actlon between research studies.

The EXxperiment

During the Winter Quarter of 1958, seventy-seven
juniors and senlors at The Ohio State Unlversity were en-
rolled in two sections of Education 517. This is a course
in the required professional sequence which is devoted to
soclial education and unit teaching in the elementary school.
Group (0) experienced a more conventional lecture-discusgsion
type of teaching procedure while in group (1) an effort was
made to provide opportunity for direct unit experiencing.

A pre- and post-situational test was designed to appraise
growth in verbal understandings. At the completion of the
course experiences in both sectlons, the students were

given an opportunity to analyze the frequency of selected
instructional procedures and to react to the effectiveness

of these procedures as they perceived them.
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A follow through of 22 students from both sectlons
ensued during the Spring Quarter of 1958, This provided
an opportunity to approach student transfer and course
effectiveness from operational observations. Student teach-
ing situations were assessed in terms of factors that could
effect unlt teaching effectiveness. A rating scale, based
on the criterion (educational objectives of Education 517),
facilitated the numerical evaluation of cperational evidence
as judged by the college supervisor, cooperating teacher,
student teacher, and in 10 cases the observer, In addition
to a self-evaluation, the 22 teaching students reacted ver-
bally to the adequacy of course activities In light of
thelr pre-service teaching experience.

A randomized control method was the basis for select-
ing and describing the sample population. No attempt was
made to select the particlipants of either sectlon. The
two groups were ldentified and compared in regard to four
learning variables which were thought to bear a relationship
to performance on the post-test: intellectual capacity,
motivation, achievement, and precourse understandings of
unit teaching. A regression computation revealed that the
two groups were not significantly differsent when the learn-
ing variables were equaﬁed. In both groups, pumulative
point hour waé a-significant fector in predicting verbal

performance. The representativeness of the sample
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population was sought by a comparison of the sample with
503 recent elementary graduastes. The sampling was repre-
sentative to a degree of a cross section of prospective
elementary teachers in terms of capacity and achievement.
The development of criteriocn or educational ob jec-
tives for the course involved the defining of unit teaching
in specific teaching behaviors. Unit teaching behaviors
were procured from the recalled unit experiences of
elementary teachers and from the thinking of educators as
revealed in the literature. The behaviors were categorized
in a framework denoting the sequential phases of unit teach-
ing; nsmely, selection and initiation, development, and
culmination. In additlion to the three operational classi-
ficationé of unit progression, there seemed té bé continu-
ous teaching behaviors throughout the unit. Two more
classifications were added to accommodate the teaching be-
haviors recurring in continuous cooperative planning and
evaluation. A panel of 8 practitioner teams was chosen to
react to the thinking and organization of the researcher,
The underlying difference between the two methods
of instruction was the degree to which direct unlt exper-
iencing was provided for the achievement of the desired
course outcomes. Class procedures were more sharply differ-
entiated in terms of pre-structured written assignments,

division of responsibility between instructor and students,

and sequence of course experiences.
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Findings

The overall sasnalysis of the data accruing from the
appralsal medliums indorsed the acceptance of the null hypo-
thesis. Within the limits of this experiment it is possilble
to assert that no significant difference was noted in the
verbal or operational attainment of the stated behavioral
outcomes between two student groups which experienced dis-
similar methods of instructiocn.

Tpon closer serutiny of the statistical and non sta-
tistical data, one might reasonably generalize for the
situation in which thils investigation occurred that:

1) Both methods of instruction were effective in terms of
pre~ and post-test evidence. Significant mean gains in
achievement suggested that more than chance factors were
operatlive in bringing abocut wverbal growth.

2) Neither method enjéyed superiority in relation to verbal
performance. A correlation of .090 between the post-test
score and group membership would imply that being an experi-
mental subject in either group (0) or group (1) had extreme-
ly little relationship to the students!' post-test perform-
ance.

3) No significant difference was found in the operational
effectiveness of the student groups as evaluated by three

or four observers. Thus neither method of instruction

appeared superior in realizing a higher level of behavioral

transfer.
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) The student analysis of course procedures substantiated
the position that directness of experience was the differen-
tlating instructional factor between the two sections.

5) Method per se is essential in achieving educational ob-
jectives but directly experiencing the unit approach 1s not
sufficient to develop generalized principles about unit
teaching behaviors.

6) The students indicated a desire for experiencing unit
teaching, observing unit procedures in an elementary class-
robm, and writing a resource unit.

7) Both sections were judged to be effective in terms of
producing significant verbal growth, expected student per-
formance (correlation of .6li5 between cumulative point hour
and post-test scores), and favorable student reactions.

8) The students tended to prefer the experimental group
procedures.

9) No marked group differences were noted in student teach-
ing situations, or grades received in Education 517 and
student teaching.

10) There appeared to be gsome relationship between the
desirability of the student teaching situaticn, the college
super#isor's "gtandards,” and the grade received in student
teaching.

11) The sensing of group rapport, the pacing of the daily

program, the pre-planning in detail and for alternative



22l

situations by the student, the judging of appropriate
committee experiences, and the cooperative exchanging of

ldeas appeared to be plausible blocks to unit progression.

The above findings have realistic implications for
instructicnal planning in Education 517. In selecting a
method of instruction one should consider Instructoer pre-
ference, student preference, available research in the
teaching-learning process, and the type of educational ob-
jectives to be realized. On the college level, transfer of
verbal behaviorg into operational patterns appears to be
fostered by developing generalized attitudes toward teach-
ing behaviors through a variety of experiences. Developing
a method of teaching based on the transfer of "identical
elements" 1is somewhat limiting. The role of the student
in the college classroom 1s not identical to the role of
the student teacher in the elementary classroom situation.
Although common elements between the two situations do
exist.

The urgent instructional challenge requires skill
in continuous appralsal to discover in actual operation the
effect of professional course experiences in influencing
teaching competency. Teaching procedures that are action
oriented toward the development of higher levels of teach-

ing competency should realistically enable prospective
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elementary teachers to bridge the gap between pre-service
and in-service experiences.

Projective Questions

It would be an error to assume that this study
"answered” the questions which motivated the research.
FPurther searching might well be directed toward exploring
instructional approaches designed to promote a higher level
of transfer from the professional course to the professional
experience. Is conventicnal teaching adequate to achieve
operationél behaviors? Could transfer be related to devel-
oping role expectencies? Would unit experiences in Educa-
tion 514 and 517 effect role concepts? What combination
of course experiences wculd develop generalized attitudes
toward unit teaching behaviors? What instructional or
programming approach would realistically prepare students
to anticipate the classroom situations they will encounter?
How can a professional course functionally use the problem
sclving approach when students are unaware of their future
needs? Would a problems course or a workshop after student
teaching reduce insecurity and first-year unit teaching
problems?

Is integration related to personality factors? Is
there a positive relationship between certain persondl
traits and transfer readiness? What type of classroom

actlvitles will motivate the more asble students in
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educationsel courses? How are other teacher education in-
stitutions meeting ﬁhe instructional challenge?

More research effort could be focused in the area of
group dynamics and the teaching-learning process, How can
the barriers to cocoperative planning and decision making be
alleviated? How can the student effectively participate in
declsion processes? |

In this final chapter, some time was spent in looking
back over the experimental path ventured in this inquiry
and in projecting several avenues of potentlal research.
Dreaming answers to our questions is a preliminary step,
increasing educational visibility. But improvement in
teacher preparation i1s a result of taking knowledge serious-
1y and trying to find out what would happen if it were put

into practice and 1lived by.
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APPENDIX A

The following questionnaeire is a sample of the
instrument used to verify the researcher's identifilcation
and organizetion of unit teaching behaviors. Included in
parenthesis, following the numericeal scale rating, are the
tabqlated opinions of the eight teams of practitioners
which formed the panel of judges. Nine teams are repre-
sented rather than the previously described eight'teams.
One supervisor mislaid a completed gquestionnaire. After
requesting another and iﬁvolving a teacher from a different
grade level, the first questionnalre was found and returned.
In as much as the opinions were anonymous, it was impos-

sible to exclude these judgments.



To the Participant:

This i1is an attempt to make the rather nebulous term '"unit
teaching' more concrete and functional by identifying successful
unit teaching with sequential pattern of teaching behaviors.

As a basis for establishing these teaching behaviors
the literature over the last twenty years was surveyed with this
question in mind - what does the classroom teacher observably do in
making the unit procedure tick; Feeling that educational auvthorities
might be somewhat biased and at times removed from the classroom
situation, I am coming to you, the practitioner, to verify and
supplement the thinking found in the literature.

This may appear to be a lengthy and time consuming assign-
ment for you. After a brief introduction which develops a concept
of unit teaching, suggested unit teaching behaviors are to be
evatuated on a rating scale. From your experience you may recall
teaching behaviors that have been desirable and critical to your
success with unit teaching which have been omitted here. It would
be appreciated if these additional behaviors would be written in
the blank spaces at the end of each group of behaviors.

Your cooperation as a participant on a panel of judges in
rating teaching behaviors in light of your experience will make it
possible to support and supplement the thinking found in the litera-
ture, Through this behavioral approach it is hoped that the term
"unit teaching' can be made more functional for prospective teachers
in the College of Education.

Thank wyou.

bee
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The literature indicates that many educators have been concerned with
units and unit teaching. In the last quarter of a century the unit approach
has evolved from its original form as a scheme of subject organization to a
fairly well defined method of teaching. Writers tend to refer to the unit
approach as including both an organizétion of experiences and a method of
implementation. Even though opinions and definitions differ sematically,
there appears to be common features and thinking about the unit approach. In
general the unit approach involves:

l. an organization and selection of a variety of learning activities
which are focused on a socially significant understanding or life
centered problem,

2. the creating of learning situations in which children experience
democratic social behaviors, such as: working together, respecting
the opinions of others, accepting and carrying our responsibilities,

and creatively solving of problems.

3. the involvement of pupils and teacher in continuous and cooperative
planning and evaluation,

4. a flexible developmental procedure which has unity and involves
the sequential phases of the group problem solving process -
orientation, research, generalization.

5. problem solving which cuts across subject matter lines and requires
a large block of time. Content is considered significant as a tool
in the solution of the problem,

6. the utilization of natural drives (i.e. to .construct, to comunicate,
to satisfy curiosity) and the recognition of individual differences.

This method of teaching requires peitive, effeétive leadership by the
teacher. The leadership role of the teacher may be evidenced in teaching
behaviors which are related to successful unit teaching. Teaching behaviors
might imply teacher-pupil relationships, such as: sense of humor, fairness,
initiative, sympathy, and courtesy. Research recognizes and accepts these
behaviors as essential to successful teaching. However, in developing de-
sirable unit teaching behaviors, the attention is focused more toward
behaviors related to methodology governing unit procedure and development
than toward the personality factors related to teaching effectiveness. These

desirable unit teaching behaviors are not unique to this method of instruction.

Y44
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Rather they are operative in what might be termed "effective teaching."
What is the difference between unit teaching and effective teaching if the
teaching competencies are relatively the same? The unit approach involves an
organization of experiences around a life centered problem or significant
social understanding which involves the group problem solving process. To
implement this group process, teaching behaviors are not randomly operative
but tend to occur in a seguential pattern. This orgznization of teaching be-
haviors into a sequential pattern becomes an instructional procedure which
might be called the unit teaching method. This does not assume that all unit
teaching is effective teaching nor that 211 effective teaching is unit teaching.
It merely suggests that the unit approach is unique in that the teaching be-
haviors occur in a sequentizl pattern which may or may not be the case in
effective teaching. In attempting to identify successful unit teaching be-
haviors the literature is perbh2ps the most available source of teachers' re-
called unit experiences and the opinioqs and research of educational authorities.
Lists of optcomes in terms of behaviors can Lecome lengthy, repetitive,
and difficult to handle unless they are organized into some pattern or classi-
fication. It appears logical to choose a scheme or classification which
reveals interrelationships and focuses upon the sequential development of the
group problem solving process involved in unit teaching. Thus selection and
initiation, developmental phase, and culmination become the three operational
classifications for the teaching behaviors. In addition to the three operation=-
al classifications of unit progression, there seemed to be continuous teaching
behaviors which reoccurred in every phase of unit teaching. Teaching comper
tencies related to cooperative planning and evaluatiocns reoccurred with
noticeable frequency. Thus the framework for classifying the behaviors in-
cludes the three developmental phases of this method plus the continuous
teaching competencies involved in cooperative planning and evaluation. For the

purpose of this investigation, teaching behaviors are interpreted to mean

62¢
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external, overt behaviors rather than inward beliefs, attitudes, or perceptions.
Thus behaviors are selected that are observable and amenable to evaluation.

In the following rating scale a brief overview of each sequential phase
of unit teaching precedes theée observable teaching behavior and is intended to
lend orientation to the role of the teacher. To the right of the teaching be=-
haviors you are asked to circle the degree to which you feel that the teaching
behavior involved is vital to the success of the ongoing unit. As a basis for
your judgment it is suggested that you evaluate the teaching behavior in terms
6f the following relative scale:

1. Critical - This behavior is necessary for the success of the ongoing unit
to the degree that its absence blocks unit progress,

2, Desirable but not critical - This behavior contributes te successful unit
teaching to the degree that its absence influences but does

not block unit progress.

3. Questionable - This behavior is doubtful as to its effect on successful
unit teaching to the degree that its absence does not influence

the progress of the unit,.

Teaching Competencies Related to the Selection and Initiation of the Unit. This

initial phase of unit teaching involves a process of orientation and explora-
tion for the teacher and children. New interests and conuwerns are identified
and explored both individually and by the group. Cognizant of the curricular
framework. within which. she works and aware of child growth and the learning
process, the teacher is in a position to actively participate in the selection
of a group study. Methods of choosing a unit vary, but there seems to be a
trend toward pupil-teacher selection within a flexible curricular framework.
During the exploration and initiation, the teacher stimulates interest by
arranging the environment and by providing common experiences out of which
problems emerge and effective planning proceeds. The teacher and the children
cooperatively set up objectives or goals toward which they strive in undertaking
the study. The identification of ‘the children's questions and the stating of
objectives bridge the gap between the initiation and the developmental phase of

the unit.

YA
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1. Arranges the environment to motivate interest and curiosity

d.
(=N

£.
8.

makes displays effective and attractive and draws attention to

them through discussion e 2® 3

stimulates interest in several possible problem areas yet avoids
confusion 1 2 3

keeps possible problem areas within the maturity level of the
children 19 2 3

relates children's present interest to previous experiences 1 2@ 3
arranges for common exploratory experiences and the setting in which
exploratory thinking and sharing takes place 1@ 2 3

uses audio-visual techniques to stimulate interest 16D 2¢D 3
provides for more than verbal participation 1 2(3® 3 :

Enriches personal and professional background

a.

b.

g

investigates and lists background experiences which the children
have had through discussions and examination of school records

1@ 23 3

makes an overview of the subject matter which might enter into the
study, the kinds of experiences which might be enriching and the ways
in which different subjects might be used effectively in the unit

1@ 20 3

checks school and community resources for learning materials 1@ 20 3
lists books and materials for pupil and teacher reference 1@ 2 3
acquaints himself with the community through personal investigation
1®» 26 3

reads appropriately in order to develop background understandings

1@ 2 3

builds a file of resource materials 1 23 3

Participates in the selection of the unit

follows the agreed upon procedures of the school faculty ) 2D 3
tries to ferret out children's interests by recording their repeated
questions and other indications of interest 1% 2 3

guides children in the development of criteria for the selection of
the study 1@ 20 3

coordinates thinking and action of the group for orderly progression
toward final selection 1) 2 3

participates in the choice of the unit so the children will not be
attempting to solve problems which are beyond them or using materials
which will not be satisfying 19 2 3

consider possible ways to initiate the unit w 2@ 3

Helps the group to identify questions and objectives

records the group's questions on which information is needed and
keeps available 1 20 3

groups the questions into related sub~-topics of the main problem
10 2@ 3

leads the pupils to define their own objectives 1® 2 3

states desired outcomes in terms of behaviors and in the language

of the pupils 1@ 20 3

thinks through a tentative outline of the unit - assembles the sub-
topics and analyzes materials in a tentative sequence of experiences

19 200 3

Y44
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Teaching Competencies Related to the Developmental Phase of the Unit. Research

and expressional activities appear to be inseparable and to receive special
consideration in this phase of unit progression. The research process involwves
conscious searching of both pupils and teacher in an effort to find answers to
their questions. Broadly interpreted, research includes the use of the community,
resource people, realia, children's daily experiences, reading materials, and
audio~visual. materials. The expressional activities become means of visually
and audibly representing the information that has been gathered during the re-
search experience. Socially useful work, experimentation, vérbalization,
dramatic expression, construction, and aesthetic activities indicate a possible
range of activities. A degree of research normally precedes any activity.
However, it might be thought of as a circular process with research leading to
expressional activities and activities requiring further knowledge.

1., Exercises leadership in the organization and functioning of committee or

group
a., adjusts the degree of committee organization to the maturity level of

the group 1@ 2 3
b. guides committee organization in terms of interests, class structure,

and the job to be done 1 20 3

c. makes a chart of the final committee organization 1G> 23> 3

d. helps the group to establish and record desirable committee behaviors
1D 2 3

e develops group standards to guide the use of tools, materials and space
1¢D 26 3

f. helps each committee or individual to become aware of its relation to
the solution of the main problem or understanding 1@ 2z 3

g. works with individuals and with groups by circulating from group to
group 1@ 2 3

provides for group mcochility and the best place for the wvarious groups
to work keeping in mind the kind of activity, number of children in
each group, personnel of each group, and the location of materials and

egquipment in the room 1@ 2™ 3
i. makes a tentative schedule for committee reports early and keeps
available 1 26 3

2. Plans for and provides numerous research experiences

a. organizes research experiences into whole group, committee and in-

dividual situations 1& 2 3
b. maintains a balance between the various types of experiences 1™ 2= 3
¢. pre-plans for each research or activity period w3 20 3
d. plans ample time to do research LD 2@ 3

e. helps the class to become aware of wvarious sources of information

1@ 2 3
£f. uses a variety of learning materials -~ blackboard, bulletin board, radio,

reference books, magazines, newspapers, models, and others 1) 2@ 3

622
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encourages and directs children in searching out research materials

1& 2w 3
reviews study skills previously learned and teaches those skills needed

to use reference material effectively 1 2(2> 3

checks reading material to determine new terms, concepts, and shifts in
word meaning that may cause difficulty for the group 1&> 263 3

prepares children to read specific reading material by: giving attention
to new terms, social concepts, complex understandings, names of strange
places, and the relationship of reading to other experiences 12 26 3
diagnoses skill difficulties and plans periods for purposeful guidance
and practice 1¢ 2 3

facilitates contacts of group leaders and pupils working on individual
projects with special subject teachers, parents, and directors of
community agencies 1= 20 3

selects audio-visual materials that will contribute most to the study
under progress, orders materials in time, previews learning material,
shows at the time in the unit when the need arises, makes arrangements
for necessary equipment, helps the children to know the reason for using
tha material and what to look for or listen for, arranges the physical
and plans for follow-through 1D 2@ 3

plans for educational trips; takes the trip before the children, makes
adequate arrangements, makes the purpose of the trip clear to the children,
provides sufficient adult supervision, and guides an appropriate follow-

through activity 17D 2@ 3

environment,

Persanally participates as a member of the group in the research process

takes an active part in the process of getting answers 160 2&)3
assumes responsibility for the whole group research 1 2& 3
- in the early elementary and occasion-

records information from dictation

ally in the later elementary 1& 2 3w

Provides for individvoal differences

a.

b.
c.
d.

provides for individual and group guidance in research and expressional

activities 1@ 2 3
provides for a wide range of reading ability and interests 1@ 2z 3
203 3

adapts materials and uses teacher prepaded-materxials 1D
secures audio-visual resources for those who do not use printed materials

effectively 1G> 20 3

Guides expressional activities

a.

b.

watches for educational possibilities in the activities suggested by
the children and capitalizes on their contribution 17 2¢ 3

makes sure that suggested procedures and activities are feasible for
the ages of the children and likely to result in the attainment of the
purposes 13 20 3

anticipates and has accessible materials for research and expressional
activities before committee work begins to avoid congestion and to
promote effective utilization 1(m» 2@ 3

provides a variety of materials 17 2 3

checks on the economic use of materials 1 260 3
checks on the safety of the tools T 2 3

keeps the activity pericd within productive time limits
stops the work period in order to allow adequate clean-up time
is alert to opportunities for children to express themselves in the

aesthetic arts 16 23 3

1® 20 3
16D 2@ 3

6ee
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J- encourages creativity, provides new materials, provides a relatively
tension free atmosphere, provides many sensory and research experiences,
provides ample time for expression, exhibits appreciation for the
efforts of children, experiences the creative process with the children

17”2 3

Teaching Competencies Related to the Culmination of the Unit. In this final phase

of unit teaching the teacher is concerned with the organizing and reporting of

information, the formulating of generalizations, and the possible sharing of

learnings. The culminating activity may be a matter of reporting within the

class. It might include the sharing of the unit with parents or another class.

Regardless of the nature of the culminating activity, it should be representative

of the total learnings from the unit experience and help parents to understand
the value of this method of teaching.
1. Coordinates the reporting efforts of the children

a. suggests a variety of ways to report information 1¢ 2@ 3

b. helps the children to pool information from a wvariety of sources 1@E) 2 3

c. helps committees to organize and prepare reports 1® 2¢ 3 .

d. checks the accuracy of the facts to be presented & 2 3

e. relates the sub-problems to the over all unit problem 17 20 3

f. cooperatively selects from group presentations facts for which the whole
class is responsible 1@ 2 3

2. Coordinates shared activity

arranges for the most appropriate time to present the report or shared

a.
activity 1 2@ 3

b. assists the children in exhibiting their work 1> 23 3

c. emphasizes sharing and communicating of ideas rather than putting on a
"show" 1@ 200 3

d. prepares the audience for effective listening 1D 2@ 3

are
Throughout the unit some teaching behaviors continuous and vital to each

phase of unit progress. These reoccutipng behaviors tend to group themselves

chiefly into the areas of coopératLve planning and evaluation.

Continuocus Teaching Behaviors Related to Cooperative Planning. In its simplest

Form cooperative planning means that the pupils and teacher together develop
plans and purposes for their experiences. Cooperative planning does not imply
that the teacher relinquishes her responsibility for planning. In reality the

teacher pre-plans and gives guidance in cooperxative planning by becoming an active

participant in class discussions and decisions.
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This involvement of the student in planning is rather unique to unit teaching.

It represents an attempt to achieve democratic behaviors through democratic

procedures.

1.

Establishes rapport with the children

a.

b.
c.
d.
e.
f.

s -

creates a permissive atmosphere in which various sides of an issue are

voiced and considered before any decision is reached
encourages every child to participate 1D 2@ 3
respects the contribution of every child 1@ 2 3

17 2@ 3

discourages arguments but respects individual differences 1)

helps children give and accept suggestions 16> 2 3

2G> 3

provides opportunity for the children to make choices within their

maturity 1 2 3
respects groups decisions 1@ 20 3

I'romotes and participates in group thinking

.

om0

provides time for cooperative planning W 2 3
recognizes readiness for cooperative planning i 2
begins cooperative planning in small areas and in areas
children are competent to plan 1@ 2 3

limits the length of discussions realistically in terms
mental level of the children 1@ 2 3 :
stimulates pupil thinking through questions 1> 2 W 3
keeps individual contributions to the point 1@ 23

relates individual contributions to the group thinking

3
that the

of the develop-

17 2@

3

suggests teacher noted needs at appropriate points and related to

children's comments and questions 1> 2@& 3

helps the children to define their role in planning: helps each member
to understand the importance of accepting responsibility for leadership

and followership at appropriate times 1 2@ 3

guards against keeping leadership functions which the children can
assume: at the same time she directly takes leadership responsibility

in those areas of experience where the maturity of the children is not
sufficient to warrant their assumption of leadership - assumes and shares

leadership 1 2 3

uses challkboard and charts to record the main agreements in planning so
as to avoid misunderstandings and as a basis for further group action

1@ 2@ 3

Uses cooperative planning to foster group goals and objectives

uses previous evaluation as the basis for cooperative planning
makes sure that the purposes and goals of the discussion are clear to the

children 11L& 2 3

assumes responsibility to point out possibilities, resources, and
limitations within which they are working, that might otherwise be

overlooked 1L 2 3

17y 2@ 3

keeps the discussion moving steadily toward a solution of the problem

1@ 2> 3

plans with the children in such ways that they are responsible as a

group for putting their plans into action 1@ 2 3

6¢¢
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Continuous Teaching Behaviors Related to Evaluation. No longer do we think of

evaluation as the "culminating activity" in instruction. Evaluation is the
process of determining the extent to which the stated objectives are being
achieved. This statement involves a continuous evaluative cycle including:

the setting up of objectives in terms of behaviors, the selecting of experiences
and materials to attain these goals, the providing of experiences where desired
behaviors may be observed, the selecting of evaluative techniques, the noting

of behavior and the analyzing of the data in terms of the objectives, and the
planning for further growth or the revising of the objectives. Evaluation has
three distinct dimensions; it is cooperative, continuous, and éomprehensive.

Its cooperative dimension implies that the pupil and the other persons concerned
with his growth are involved in this process. [valuation is comprehensive in
scope and method. This evaluative process should include judgments about the
progress of the phpils in the elementary school toward all the goals which may

be regarded as important. Such evaluation seeks many kinds of evidence through

many kinds of procedures.

- -— m oA -
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uses frequent reporting of
keeps notes and records of
of the total program 1

observes and makes anecdotal records
are frequently the best source of evidence regarding growth.

keeps children's work in individual folders

Page 11

group progress to the whole group 1@® 20 3
the unit as it progresses to get a picture
2® 3

children's remarks and behaviors
1(® 20 3

1® 2@ 3

keeps a record which will show the abilities developed by the children

and the oportunities in which each shared

1 2@ 3

bee
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Class Logs - Lecture -~ Discusslon Group (0)

Course objectives plus course outline.

Both the objectives of the course and sequence
of experiences for the quarter were written on
the chalk board. The nature of the written re-
guirements was indicated. This group was in-
formed that class period would involve mostly
lectures but questions were welcome at any time.
Three students remarked at the close of the
period that they llked the outline of class
activities, paper assignments, and deadlines
given the first day. The physical arrangements
in Stillman Hall 201 were adequate and the
chairs remained in rows.

Pre-test plus overview of social education.
FPifty minutes were devoted to the pre-~test. The
teaching situations were introduced as "my"
attempt to find out the thinking of the class

at the present time. A concept of social
education as a process of helping boys and

girls to become responsgilble members of our
society was developed. Criticisms of social
education ensued. This group seemed quite
concerned about the emphasis on soclal educa=-
tion at the expense of science education. It
was announced that the thinking on Wednesday
would continue the discussion of social educa-
tion and perhaps progress to the dynamlc nature
of our society. The group was not given a
choice as to a bresak and shortened class
session. The regular college break was followed.

Jan. 1F ~ Minnesota Teacher Attitude Inventory plus the

dynamiec nature of our society.

After administering the M.T.A.I. with no explan-
ation, the instructor continued the development
of social education by means of a time line.

The girls worked individually, not in groups, in
an attempt to relate the pledge of alleglance to
the flag to the understandings of a six year old
child. The following represents an individual
effort. "I promise to take care of and love the
flag of America., I also promise to be fair to
people and cbey the rules we have, so that

the people will stay friendly and be good
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to one another." The dynamlc nature of

our society was to be carried over to the
20th and Chapter I in Hamna's Unlit Teaching
in the BElementary School was assigned,

Democratic nature of our soclety plus democratic
behaviors.

The dynamic nature of cur soclety was approached
by making a chart indicating the technological
asdvancements and the resulting changes in our
living, values, and school responsibilities.

Dr. Spitz's article on democracy and conformity
in the Lantern was used to introduce the nature
of democratic citlizenship. Democratic values,
basic to citizenship behaviors, were enumerated.
Sources of our values were also discussed, for
example: documents of our country, religlous
values, thinking of philosophers, etc. Evi-
dence of democratic behaviors was pushed down
to Jan, 22nhd,

Curricular approaches to social education and
unit teaching.

The lecture first picked up democratic behaviors
such as responslibility, cooperation, open minded-
ness, tolerance, critical thinking, etc. The
group then completed a list of 15 behaviors
from thelr reading. Currlicular approaches were
outlined on the board from subject approach to
unit approach with brief historical comments.
The group tock notes steadlily for two hours.

At the end of two hours questions were invitede-
not one inguiry. Either their thinking pro-
cesses had not been stimulated, or their re-
sponses deadened by coplous note taking, or

the subject had been adequately treated (which
is doubtful).

Overvliew of unit teaching.

A closer look at the scope and sequence of the
gsocilal studies curriculum was pursued. About
twenty minutes was devoted to solving a prcblem.
Potential curriculum aress were listed which

the group individually gave time allotments

and arranged in a daily program, illustrating

that about one=third of the day 1s devoted to unit
study. Five definitions of unit teaching were
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listed and common elements in each formed
the basis for developing an overview of unit
teaching. The unit was identified in terms
of distinguishing characteristiecs.

Selection of units plus participation report
due March 10th.

The unit concept was reviewed., Unit selection
was approached in terms of how selection is
made. What are appropriate units for various
group levels, and whet is teacher's role in
selection. The participation repvort is to ,
include three phases: description of the situ-
ation, how the student participated, and an
evaluation of the situation. Material was
given to the students suggesting activities
they might do in thelr participation.

Initlation of unit plus objectives plus 1 movie.
The sequential phases of unit teaching were
reviewed. The developing of interest, provid-
ing for common experiences, and gathering of
children's questions were noted as essential

to initiation of the unit. Guidelines to follow
in stating of objectlves were developed by the
instructor. Some group discussion revolved
around knowing the difference between surface
interest and real interest in unit study. The
movie, '""School in Centreville"™ was used to
illustrate a unit "in action" and potential
ways to initiate a group study. The film
raised some discussion as to the role of

parents in curriculum planning.

Discussion of Resource Unit due March 3rd.

The outline for the resource unit was put on
the chalk board and discussed. The resource
unlt was to contain the following sub-headings:
selection, initiation, research activities,
expressional activities, and culmination. It
was stressed that resource units should contain
alternate ldeas sc that the teacher could
gselect ideas in terms of her group.

Cooperative planning and committee organization.
Two filmstrips "How to Keep Your Bulletin Board
Alive"™ and "Bulletin Boards on Parade," helped
the class to gain an appreciation of bulletin
boards as potential means of stimulating in-
terest and relating the progress of the unit.
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Cooperative planning was apprecached from
identifying what the teacher does to foster
cooperative planning with a group and signs
of effective planning. Committee organiza-
tion had to be postponed.

Research process in unit teaching.
Committees were discussed in terms of selec~
tion, purpose, maturity of children, develop-
ing committee behaviors, and division of
research into committee and whole group
undertakings. Research phase was defined as
the consclous seeking to find answers to
questions that the children and teacher con-
sidered important. The research process be-
gan with childrent's questions and proceeded
to the formulation of generalization and
further questions.

Community resources.

Community resources involved educational trips,
realla, resource people, and audio visual
material., Most of the attention was directed
to values, planning, taking, and following
through an educational trip. Potential uses
of resource people in unit teaching were also
explored with reference to ways of locating,
inviting, and using in the classroom. Sources
of audio visual materials and means of secur-
ing materials were noted.

Effective learning materials.

Dr. Dale's cone of instructional materials was
basic to classifying materials in categories
of doing, observing, and symbolizing. OCri-
terla were developed for the selection of
maps and globes. The pros and cons of tele-
vision as an instructional medium were dis-
cussed. The discussion was lively. The
general feeling was that television cannot

be ignored but discriminate viewing should

be encouraged. The possible role of tele-
vision in the classroom was a provocative and
positive analysis of current reading.

Basic skills and unit teaching.

As a carry over from Feb. 19th two filmstrips
-~ "Enriching the Curriculum with Filmstrips,"
and "Teaching with a Motion Picture" showed
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the group how these two visual materials
could be effectively used by the teacher.
Basic sklills were defined broadly and
examples were given as to how these skills
were developed in unit teaching. Special
emphasis was given to the fact that one-
third of the day was devoted to skills.
Unit teaching provided a functional oppor-
tunity to use the 3 R's. Some skills such
as research skills are taught as needed in
the unit development, Very little class
participation occurred.

Expressional activities.

Unit activities as dlscussed in Burr, Harding,
and Jacobs Student Teaching was followed.
Examples of activities were related to speci-
fic units and experiences the students had
observed in participation.

Culminating activities.

The class was given mimeographed material
related to unit teaching. After a reading
period the instructor led a discussion of

the following questions - 1) Is a culminating
activity always necessary? 2) Of what value
are culminating activities to parents?

3) Where is a good location for the activity?

Why? L) How might a unit on "Ploneers Move

Westward" be culminated? &5) How long would
this phase of the unit last? 6) How would
you define unit culmination?

Role of the teacher in unit teaching.

In reviewing each phase of unit teaching the
specific role of the teacher was emphasized.
These teaching behaviors were those "spelled
out" in the criterion or educational objec-
tives for the course. No class participation
was involved.

Evaluative process.
Evaluation was presented in terms of a cycle

~involving the setting up of behavioral ob-

jectives, the planning of situations where

the behavior can be obgerved, the selecting

of a measuring tool, the gathering of evidence,
and the comparing of the results in light of
the objectives. Characteristics of an
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evaluation program were discussed. Speci-
fic techniques of evaluation were considered
such as observation, group discussion, test-
ing, and sociometric measures.

Review.

Course purposes and procedures were reviewed.
A f£ilm entitled "Effective Learning in the
Elementary School" was used as a means of
visually summarizing course content. The
group seemed interested in viewing resource
materials that had been collected.
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Class Log - Unit Approach Group (1)

Course framework.

Being a course in the professional sequence,
Education 517 is designed to contribute to
students’ teaching competency by 1) develop-
ing an understanding of soclal education;

2) presenting a method of teaching for
achieving the goals of social education.

The overview of the instructional activities
were outlined as being divided into social
education and unit teaching. The discus-
sion of shifting responsibility, cooperative
planning, and group work made a rather doubt-
ful impression if their puzzled expressions
were an indication of thelr thinking. The
class was invited twice to ask questions
about the proposed instructional activities
of the course, but there was no response.
The chairs were arranged in two parallel
semi-circles.

Overview of social education plus cooperatively
plan the next two weeks. ‘

Social education was developed in terms of
the schools! contribution to the development
of democratic citizens. About six students
shared the leadership role in giving concrete
examples (from past experilience) of how the
school functions in promoting soclial growth.
Current criticisms of social education were
also explored. The cooperative plamming for
the next three sessions resulted in the
following plans:

Jan. 1L = changing nature of our society
with the resulting effect on
education

Jan. 16 - democratlic values and behaviors
that become the objectives of
social education

Jan. 21 - how the schools have gone about
approaching social education in
curriculum planning.
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Jan., 1l - Pre-test + changing society.

Jan.,

16 -

After a brilef review of the concepts involved
in the process of soclal education, attention
was focused on the dynamic nature of our so-
ciety. The following guidelines were put on
the board as a structure for class discussion.

Technological Social Effect on Implications
advancement change™ family’1living? for education

The pre-test was explained as an attempt to
find out the current thinking of the group so
the course could be planned more effectively.
Two comments were expresgsed at the end of the
session: "I really need this course because 1
don't know any of these answers." "I didn't
write much because I didn't know much."

M.T.A.I. + democratic values.

A brief resume of the proposed outline for the
day was brought to the attention of the group.
The group chose to take the Minnescta Teacher
Attitude Inventory first, then proceed with the
discussion of democracy.

The discusslion of the democratic nature
of ocur society was quite interesting. In
general, the word "democracy" was synonymous
with the word "freedom." It was agreed that
as a basis for the thinking in this course
democracy is ocur way of living based on
accepted values.

A consideration of creativity, as a desired
democratic behavior, really caught fire. For
a time 1t seemed best for the instructor to
stay out of the discussicn and let the class
members take the leadership role. There was
quite a bit of frank ergument and disagreement.
In summarizing our thoughts members concurred
by stating that creativity was a process of
meeting problems in new ways. The desire to
be different should not necessarily be the
driving force for the creative process, but
creativity should serve in developing the
individual and benefiting of society. Teach-
ers have a responsibility to foster and
evaluate creativity.
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Jan. 21 - Curricular approaches to the teaching of

Jan.
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social education.

The tabulated results of the teaching situa-
tions were presented with little discussion.
The interest in the way other classmates
thought about the teaching situations was

on a rather high level, The instructor made
no personal comments as to how she felt the
students handled the teaching situations.
The general feeling seemed to be that they
had much to learn about unit teaching.

About thirty minutes were devoted to
cooperative plamming in regard to a method
for evaluating their current understanding
of social education. Several methods were
suggested: test, panel, paper, individual
conference., After deliberating the pros
and cons, the group voted to have a 30
minute egssay test and a panel with a re-
source person. This split epproach seemed
logical because they reascned that they
shculd be evaluated as an individual and as
a member of the group. Everyone is to be
responsible for the discussion as well as
the panel who are to stimulate thinking.
Lloyd Gray, Mary Ellen Regan, Patricila
McCollum, Clayde Kuster, and Ray Gooch vol-
unteered toc serve on the panel. It was the
plan to ask Dr. Burr to be a resource person.
The panel members will meet Thursday to plan
an approach that would stimulate group
thinking.

The group's thinking concerning demo-
cratic values was summarized and brought up
to date. To the previous list were added
concern for others, and skill in problem
solving. If the schools are concerned with
changing and forming these desired behaviors,
how do we approach the problem? Curricular
approaches were postponed until next meeting.

Curricular approaches.

Curricular approaches were represented on a
continuum from subject centered to experience
centered,

The members of the panel met during the
break and planned their approach. It was
agreed that instead of mouthing what had been
said in previous class sesslons that the
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discussion should stimulate thinking and

seek to bring out other questions in rela-~

tion to social educations. Four areas of

conslderation are to serve as the basis

for the class and panel thinking:

1) Science and technology 1s conquering time
and space - What is the role of the
elementary school in developing world
citizenship?

2) Isn't our attempt in a planned approach
to develop democratic behaviors indoctrin-
ation?

3) We say that the role of the school is to
perpetuate and 1lmprove our society - How
does the school go about improving society?

L) In the light of current emphasis on science
and mathematics are we devoting too much .
time to the social education of the child?

Ray Gooch, the chairman, reported the
panel's thinking to the class in order that
they might be able to participate in the dis-
cussion. The chief concern of the group
seemed to be thet they didn't know where to
go to "find" the answers. It was explained
that the intentlon was not to have them
"find" an answer but to think through the
guestion in light of the concept of social
education that had been developed thus far
and their own thinking. :

Group's expression of soclal education.

During the first 30 minutes the students took

an essay test in which they communicated

their understanding of social education. The

students were asked to identify the "Hallmarks"

of & democratic citizen and how the school
might contribute to social growth of children.
A panel of £ volunteer class members with

Dr. Burr as a resocurce member explored and

discussed with the group several problems:

1) With the current emphasis on science and
mathematics are we devoting too much time
to- the social education of the child?

2) Is our approach to social education by con-
sciously providing for the development of
democratic behaviors indoctrination?
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About one-half of the group partici-
pated-~apparently this was a learning ex-
perience of some merit. Perhaps such a
thinking together sesgsion should be re-
peated at a future time.

Overview of unit teaching.

The mimeographed material explaining the
nature of the anecdotal participation re-
ports was reviewed. Kach student 1is to
write five anecdotal reports involving
evidence of democratic behaviors observed
during the participation experience.

FPive definitions of unit teaching were
presented. Common elements were combined
tc form a group definition. During the dis-
cussion of types of units, a reguest was
made for securiling sources of resource units.

Initiation of the group study with 2 movies.
The group met in the curriculum center and
viewed two films: School in Centreville and
Effective Learning in the Elementary School.
Several suggestions were made as to what to
'look for! in the film., A general discussion
followed the viewing experience. The stu-
dents were asked to think about the unit
teaching films and to write 6 to 12 questions
that they would be interested in exploring
further. The written questions should be
brought to the next class session.

Student questions and unit characteristics.
The questions concerning unit teaching were
collected. A volunteer committee of 5 stu-
dents agreed to meet in Arps 118 with the
instructor and to organize the questions in
the afternoon. Unit characteristics were
discussed as perceilved from their reading
and from the films. In as much as unit ini-
tiation involves the stimulation of interest
two filmstrips were shown: "How to Keep
Your Bulletin Boards Alive" and "Bulletin
Boards on Parade',

The committee met at 1:00 P.M. and
agreed on a possible framework for organizing
the questions.
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Organization of questions into whole group
and committee projects.

The mimeographed questions (organized by the
committee) were distributed and cooperatively
divided into whole group and committee cate-
gorles. Since it was suggested on several

of the papers that the students would like

to "see a unit" taught, the committee and in-
structor proposed that these questions be

the basis for a group study entitled--"What
1s the Role of the Teacher in Unit Teaching?"
This idea seemed to be amenable to the rest
of the group. Each person indicated his
first, second and third committee preference.
Karen Reber, Eileen Katter and Dianne Stupka
volunteered to organize the committees on
Wednesday in Arps 118,

Attention was devoted to formulating
objectives for the proposed unit. It was
agreed that each person would write 6 objec-
tives for our proposed study and bring them
to class on Thursday.

The last twenty minutes were concerned
with the group of questions revelving around
the selection of the unit and the role that
the teacher assumes in the unit selection.

Committee organization plus whole group dis-
cussion,

The students handed in their objectives for the
proposed study. A committee of four is to
meet on the 17th to compile the group think-
ing. The whole group discusslion involved
discussing the initiating phase of unit
teaching plus how committees function in in-
vestigating a problem. The students were

given a mimeographed tentative schedule for

the rest of the quarter and commlttee choices.
Nine committees were formed: individual differ-
ences, parent communication, cooperative plan-
ning, community resources (2), advantages and
limitations of unit teaching, basic skills,
creative expression and techniques of evalua-
tion. The last half of the session the group
broke up into committees to consider designated
problems. The committees seemed to have s
little difficulty in analyzing their problems.
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Committee ~ plan and decide approach to
problem and whole group cooperative planning.’
The desired outcomes anticipated from the
group study were presented by the committee.
The group accepted the committee's report

and made no additions. Cooperative planning
was discussed in terms of value, role of
teacher, difficulties, and ways to encourage
participation. The commlttees met and planned
to bring research material to class to work
the entire period on Feb., 20th.

Research day.

The day was devoted to individual and committee
research. At the beginning of the period we
"shared" resources. One group went to the
curriculum center to preview some film strips.
By the end of the research period (2 hours)
the instructor had met with each group and
participated in committee thinking. <The abil-
ity to analyze and approach a group problem
appears to be a difficult problem for college
juniors and seniors. In general, the respon-
sibilities in each group had been delegated

to individual members, thus most of the re-
search can be done on their own. However,
time will have to be given to pooling their
individual findings and organizing a group
report. At times, this method of teaching

is frustrating to both student and instructor.

Committee - pooling research information plus
whole group discussion - research process.
About 10 minutes was spent reviewling course ob-
jectives and procedures. It was really a
brief evaluation of the progress made toward
achieving the stated objectives--1) to gain
an understanding of social education; 2) to
gain competence in teaching in this area.

The whole group dlscusslion revolved
around the reéesearch process and the role of
the teacher in this process. A diagram show=-
ing the research process was used te 1llustrate
and to promote group thinking. The research
skills were identified and discussed. Some
attention was given to effective materials
and experiences in researcn. Dr. Dale's cone
of experience was the visual means of
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classifying materials from the concrete to
the abstract. The instructor assumed the
responsibility for the whole group presenta-
tion and discussion.

Each committee met during the last 30
minutes and began to pool information. Ten-
tative reporting dates were agreed upon. The
group members appeared to be cooperating and
assuming responsibility for the group project.

Committee - develop committee report.
Whole group - possible ways of reporting and
use of community materials.
The group suggested the use of the last period
for committee pooling of information. The
first hour was centered on two whole group
problems~--1) Ways of Reporting, and the Use
of Concrete Communlty Material and Resource
People. In general, the instructor assumed
the responsibility for the whole group dis-
cugsion. The problem of sharing concrete
objects was of concern to many of the students
as they had met the problem in their partici-
pation.

Apparently the committees were function-
ing quite effectively. Resource materials

"had been brought from the library and other

gsources. The iInstructor circulated among the
groups. It was interesting to "listen in"
on group thinking and planning.

Committee - complete reports,

Whole group - report on sources of resource

units. The group asked for the second hour

to finish thelr committee reports. The first

hour we discussed culminastion and its relation

to unit development and parent communication.
The report on Resource Units was in the

form of a buzz session. This toplc was the

responsibllity of the instructor. After talk-

ing briefly about Resource Units and developing

.eriteria for evaluating meterials, the class

divided into 5 groups. Each group reviewed
regsource units that had been received by mail
from educational and business sources. At the
end of 20 minutes, several key resource sources
were indicated by the group. This appeared to
be an effective and concrete way to deal with
the topic, "Sources of Resource Units."
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The individual groups were given the
second hour to finish both their written and
oral reports. '

Mar. 6 - Reporting.
Today was committee sharing day! Each group
presented an oral and written report. Two stu-
dents had individual projects. Perhaps the
most effectlive reporting was done by the
committee on the use of resource people. They
invited Mrs. Gump (Columbus Supervising Prin-
cipal) to show how to use a resource person in
a unit of work. Mrs. Gump spoke to the class
about unit teaching problems of beginning
teachers. Another group had a film strip to
illustrate the value of audio visual materials
in the classroom. In general the oral reports
were satlsfactory but seemed to lack group
organization and coordination. The written
reports were well organized,

Mar. 11 - Reporting.
Reports were continued and seemed to be more
coordinated than Thursday's reports.

Mar. 13 - Generalizing and evaluating.
The last two groups presented lnteresting and
informative materials. The reports seemed to
progressively improve. The unit study gener-
alizations were on mimeograph paper and dis-
cussed.

Perhaps the most interesting and enlighten-
ing part of the wind-up was their evaluation of
the course in terms of objectives and theilr
verbal evaluation. In general they seemed to
feel that something was gained from handling
the course in this manner. One suggested that
the course should involve an actual unit on
the elementary level. One suggested that he
felt students could have learned the same
material from lectures. It will be interest-.
ilng to tabulate their written reactions.
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