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ABSTRACT 

The purpose of this investigation was to gain a better 

understanding of the relationship between children who have had the 

same teacher for two years and children who changed teachers yearly 

with respect to academic achievement and social-personal adjustment. 

Charles Dietz Elementary School, Tucson School District No. 1, 

Tucson, Arizona has had a program of teacher progression for nine years. 

At the time of the study, three groups of students were completing the 

second year with the same teacher. Two hundred forty-five children 

were included in the study, seventy-four in the teacher progression, 

experimental group and 171 in the traditional, control group. 

A preliminary analysis indicated that six instruments were ap

propriate to the problem: (1) Stanford Achievement Test, (2) Self-

Concept Tool, (3) Self-Esteem Inventory, (4) Assessing the Classroom 

Learning Climate, Tool 1, (5) Social Distance Scale, and (6) Oppor

tunities in Human Relations. Reciprocal charts and sociograms were 

constructed to further understand differences in group structure. Chil

dren, teachers, and parents were surveyed to ascertain attitudes toward 

the teacher progression program. 

The interviews, surveys, and questionnaires resulted in a posi

tive evaluation of the program. Reciprocal charts and sociogram 

xi 



xii 

analysis suggested that the teacher progression groups had fewer stars 

and isolates, less power concentration, and greater interaction among 

members than the traditionally organized groups. 

An analysis of the achievement instruments showed the experi

mental groups higher in the language arts sections of the test. The 

second grade girls evidenced a well-defined superiority to the boys. 

Statistical analysis of the Self-Concept Tool revealed differences 

between the experimental and control children in the fourth grades. In 

both sections of the test, the experimental group was higher (.001 level 

and .002 level). A similar difference did not exist at the second grade 

level. 

The experimental and control girls evidenced a more positive 

attitude toward school life than the boys, while the experimental boys and 

girls evaluated classroom life with peer group and teacher more posi-efU 
tively than the control groups. This suggested that the teacher progres

sion groups allowed for more interaction among children which resulted 

in more friendships, cooperation, and understanding. The second grade 

did not evidence substantial differences between the groups. 

A sixth grade study indicated higher scores in self-concept for 

the children who participated in the teacher progression program at some 

time during elementary school. Experimental groups had higher scores 

in the language arts sections of the achievement test. 



The major conclusions drawn from this investigation were: 

(1) the attitudes of children, parents, and teachers toward teacher pro

gression were highly positive; (2) a basic difference in group structure 

existed between teacher progression groups and groups that were tradi

tionally organized; ( 3) achievement tests indicated that teacher progres

sion groups achieved higher scores in reading subtests than traditional 

groups; (4) a difference existed between the achievement of boys and 

girls in the second grade; (5) statistical analysis indicated a substan

tial difference between the continuing groups and the traditional groups 

in self-concept; (6) girls at both grade levels and in experimental and 

control groups indicated a more positive attitude than boys toward school 

orientation; (7) an analysis of classroom life indicated higher scores 

for the teacher progression groups in the fourth grade; (8) teacher pro

gression groups related positively to people and believed that people 

related positively to them; (9) the self-concept associated with teacher 

progression groups was apparent in sixth grade classes; and (10) a trend 

toward higher scores in tests involving language facility was noted in 

teacher progression groups. 



CHAPTER I 

INTRODUCTION 

Organization for instruction whether horizontal or vertical is 

based upon a philosophy of education. Much of the theory centers 

around either the child or the subject as the focal point. Educational 

innovations today seem to stress the subject approach. The impersonal, 

efficient method of teaching is evidenced by larger class size, depart

mentalization, team teaching, and programmed learning. 

The tutorial approach to education is old and European in charac

ter but may be considered the opposite end of the continuum. In theory, 

this stresses knowledge of the learner and his needs as primary in 

importance and is exemplified by the self-contained classroom and 

teacher progression. 

The need for more knowledge and greater understanding of 

organizational techniques prompted the present investigation. 

The Problem 

The problem of this study will be concerned with analyzing the 

academic achievement and social-personal growth evidenced by three 

groups of children having the same teachers for two years as compared 

1 



with groups of similar children who change teachers yearly. The 

principal question is: what is the relationship between children who 

have had the same teacher for two years and children who changed 

teachers yearly with respect to academic achievement and social-

personal adjustment? 

Hypotheses 

The following hypotheses, which will order and provide direc

tion to this study, will be tested. 

1. There is no significant difference in academic achievement 

at the end of grade two between children who have had the 

same teacher for two years and children who change 

teachers yearly. 

2. There is no significant difference in social-personal ad

justment at the end of grade two between children who have 

had the same teacher for two years and children who change 

teachers yearly. 

3. There is no significant difference in academic achievement 

at the end of grade four between children who have had the 

same teacher for two years and children who change 

teachers yearly. 

4. There is no significant difference in social-personal adjust

ment at the end of grade four between children who have 
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had the same teacher for two years and children who 

change teachers yearly . 

Significance of the Study 

Debate has ensued for over fifty years as to the optimum teaching-

learning relationship. As early as 1915, P. P. Claxton, Commissioner 

of the Bureau of Education, instigated a study to determine the value of 

a teacher advancing grade by grade with her pupils. The premise was 

that teachers ". . .may come to know the children they teach ana be 

able to build the work of the latter years on that of the earlier years..." 

( p .  5 ) .  

A questionnaire was sent in April of 1913 to all superintendents 

of the United States in cities and towns of 4,000 population and over. 

The study done by James Mahoney, consultant with the Bureau, con

cluded that of the twenty percent of the superintendents responding who 

had used the program, all were in favor of it. 

A similar study was completed in 1951 with the respondents all 

being teachers. Again, the results were highly favorable to a teacher 

progression plan (Bondurant 1951). 

Small group research has been abundant (Bion 1948b; Homans 

1950; Cartwright and Zander 1960; and Berelson and Steiner 1964). 

Special grouping techniques affecting children's success in school 

have been well documented (Cunningham et aL1951; Murphy, 



4 

Murphy, and Newcomb 1937; Thelen 1954; and Shane 1969). An 

investigation of the details of the various studies reveals that there has 

been little evaluation of the grouping technique in which a teacher pro

gresses with her group for two years. 

This study became feasible because there existed at Charles 

Dietz Elementary School, Tucson School District No. 1, Tucson, 

Arizona a special program of teacher progression. The program has been 

in effect for nine years, and there was an urgency for project evaluation 

evidenced by administrative officials and teachers. 

The study will seek to extend an understanding of the grouping 

structure and its effect on young children. Hopefully, it will analyze 

existing data and provide information of value for the continuance or 

cessation of the program. 

Basic Assumptions 

This study assumed that the evaluation tools would measure 

what they were intended to measure. 

Limitations of the Study 

Certain limitations were inevitable with this type of study. 

First, the population from which the sample was drawn was small and 

restricted to middle class students; therefore, generalizing from the 

findings to other parameters would be limited. Second., the tools for 
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evaluating social-personal adjustment were primarily subjective in 

nature and dependent upon group and individual evaluation. 

Third, academic achievement was considered valid and reliable 

as measured by the Stanford Achievement Test. Social-personal adjust

ment was accepted as measured by the Classroom Social Distance Scale, 

Social Analysis of the Classroom, Opportunities in Human Relations, 

Self-Esteem Inventory, Assessing the Classroom Learning Climate, 

Tool 1, and Self-Concept Tool. 

Definition of Terms 

The following definitions applied throughout the study. 

Academic Achievement: "(1) Knowledge attained of skills devel

oped in the school subjects, usually designated by test scores or by 

m a r k s  a s s i g n e d  b y  t e a c h e r s ,  o r  b y  b o t h ;  .  .  ( G o o d  1 9 5 9 ,  p .  7 ) .  

Classroom Environment: "The sum total of all the physical, 

social, emotional, and mental factors that contribute to the total 

teaching-learning situation; for example, heat, light, seating, indi

vidual differences among members of the group, teacher personality, 

teacher-pupil relationships, etc." (Good 1959, p. 202). 

Personality Adjustment (Personal): "The act or process of . 

harmonizing the personality with the demands of one's environment or 

with the behavior of one's associates or others" (Good 1959, p. 10). 
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Self-Concept; "Those parts of the phenomenal field which the 

.individual has differentiated as relatively stable and definite parts or 

characteristics of himself" (Good 1959, p. 493). 

Social Adjustment; " (1) The process whereby the individual 

attempts to maintain or further his security, comfort, status, or creative 

inclinations, in the face of the ever-changing conditions and pressures 

of his social environment, or the state or condition attained through 

such efforts; . . (Good 1959, p. 12). 

Teacher Progression; "A moving forward or onward; progress" 

of teacher and her class for a minimum period of two years (Webster's 

New World Dictionary 1960, p. 1164). 

General Design of the Study 

To accomplish the purposes of the study, the research proce

dures included the following steps: 

1. In the late spring of the year in which the consecutive two 

year teaching was completed, the Teacher Progression 

groups, consisting of two groups of fourth graders and one 

group of second graders were tested to determine reading 

and arithmetic achievement. The Stanford Achievement Test, 

Primary II battery, was used for the second graders and the 

Intermediate I battery for the fourth graders. The remaining 

four groups of second graders and three groups of fourth 



graders were similarly tested by the Stanford Achievement 

Test. The current classroom teacher conducted the testing. 

At the same time all of the second graders and all of the 

fourth graders were administered the SRA Self-Concept Tool 

and Classroom Learning Climate, Tool 1. 

In the early fall of the same year, further tests were con

ducted to determine social-personal adjustment after the 

summer time lapse. Classroom teachers administered 

Opportunities in Human Relations and Self-Esteem Inventory 

to the same children included in the study who were now 

in the third and fifth grades. 

Again in the fall, the investigator, reorganizing the groups 

into their original fourth grade and second grade members, 

administered the Classroom Social Distance Scale and 

Social Analysis of the Classroom. 

At the same time interviews were conducted with the 

Teacher Progression students to determine attitudes toward 

the two year teaching program. Verbatim typescripts were 

prepared from the tape recordings. 

The 1951 Bondurant study was repeated with the respon

dents all being teachers from the Charles Dietz Elementary 

School who had previously taught the same group of children 

for two years. 



8 

A Parent Survey was conducted to ascertain the attitude of 

parents whose children had participated in the Teacher 

Progression Plan. 

Utilizing item 37 of Social Analysis of the Classroom, 

sociograms were constructed for each of the ten groups under 

study to better understand class structure. 

Five classes of sixth grade children were tested by their 

teachers using the Metropolitan Achievement Test, Modern 

Mathematics Concepts Test, Self-Concept Tool, and Self-

Esteem Inventory. 

The data were checked, coded, and charted. 

The Mann-Whitney U test was used to analyze all test 

results except item 43 in the Opportunities in Human Rela

tions which necessitated the use of Chi-square distribution 

to evaluate the differences between proportions. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

The review of selected literature, as it relates to this 

particular study is divided into four sections: (1) historical views of 

the problem of teacher progression; (2) literature pertaining to the signi

ficance of small group membership; (3) the relationship between group 

membership and self-concept; and (4) the child's needs in today's 

democratic society. 

Historical Views of the Problem 
of Teacher Progression 

The problem of this paper was first delineated in a letter of 

transmittal from P. P. Claxton, Commissioner of the Bureau of Educa

tion in September of 1915 (p. 5): 

Shall teachers in city graded schools be advanced from 
grade to grade with their pupils through a series of two, three, 
four, or more years, so that they may come to know the chil
dren they teach and be able to build the work of latter years • 
on that of the earlier years, or shall teachers be required to 
remain year after year in the same grade while the children, 
promoted from grade to grade are taught by a different teacher 
each year? This I believe to be one of the most important 
questions of city school administration. 

Commissioner Claxton's interest in school organization led to 

the preparation of a bulletin of the Bureau of Education by Mr. James 

9 
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Mahoney, Head of the English department in the South Boston High 

School, and a special consultant to the Bureau. The bulletin titled, 

"Advancement of the Teacher with the Class: Possibilities and Limita

tions of the Plan," suggested that the rapid growth of American cities 

and exaggerated attempts at efficiency in school organization had led 

to". . .mechanical, unprogressive, assignment of teachers." The 

bulletin further stated that the analogy of subdivision of factory labor 

and retention of teachers at a particular grade level needed to be 

thoroughly investigated and that "... neither custom nor convenience 

s h o u l d  b e  a l l o w e d  t o  d i c t a t e  t h e  f i n a l  a n s w e r "  ( M a h o n e y  1 9 1 5 ,  p .  8 ) .  

The bulletin strongly recommended the advancement of the 

teacher with her pupils for a longer period of time than had previously 

been considered. The point was made that the influence of "mental 

motherhood" was easily as great as "physical motherhood," and the less 

disturbance, the better (p. 9): 

When this mental motherhood, with its resulting intimate 
acquaintance, is once productively established, it should not 
only occasion a saving of time, but many other advantages 
should result, to the city, State, and Nation through the 
teacher's more vital contact with the child and his home, and 
her consequent greater ability to help him adjust himself to 
life. It should follow, also, that inopportune change of per
sonal influence, particularly in the earlier stages of self-
realization, would lead to faults and distortions, mental, 
moral, and spiritual. 

In an attempt to secure data to substantiate the beliefs of the 

Bureau of Education, the following questionnaire was sent in April of 
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1913 to all superintendents in cities of 4,000 population or over: 

1. Are teachers promoted from grade to grade with children 
or do they remain in the same grade from year to year? 

2. If the teacher is promoted with the children, does she 
follow them to the end of the grammar school, or does she stop 
at a lower grade? If at a lower grade, what grade? 

3. State briefly your reasons for the plan you use. 
4. If you have had experience with both methods (i.e., 

of promoting teachers with their pupils, and also of retaining 
teachers in grade), what is your opinion of their relative 
merits? (Mahoney 1915, p. 9) 

Replies were returned from 813 superintendents in forty-six 

states and were frequently incomplete and indefinite. Generally, the 

replies indicated a great need of better trained teachers, proper tenure, 

and adequate salaries as prerequisite to stability of teaching staff. 

However, 152 superintendents, about nineteen percent of all, reported 

that they had a favorable experience with the plan. Ninety percent of 

those gave definite approval. Approximately 100 more were investi

gating the plan. Fully half of the superintendents who replied con

demned the advancement program while admitting to no experience with 

it. 

The study was carried further in November of 1914, when an 

additional questionnaire was sent to the 152 superintendents who had 

replied positively. The educators replying represented the country 

ethnologically, industrially, and geographically. Of the seventy-eight 

superintendents included in the study, sixty-two still used the program 
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and replied very positively to the fourteen items of suggested 

advantages. 

The State Department and its representatives in foreign coun

tries at the request of the Bureau of Education conducted similar studies 

in foreign countries. The reports indicated that the teacher progression 

plan had been used much more extensively in the Old World countries 

than in the United States, with the exception of France. The report 

further stated that the " opinions of many leading foreign educators are 

clear-cut and positive in its favor, and in the principal countries of 

the Old World, it would appear that school authorities recognize that 

the plan is formed on the deepest educational principle and apply it 

w h e r e v e r  c o n d i t i o n s  p e r m i t "  ( M a h o n e y  1 9 1 5 ,  p .  5 6 ) .  

Typical of the replies received from foreign countries is this 

one from Zurich, Switzerland (Mahoney 1915, p. 72): 

The plan of advancing the teachers from grade to grade with 
their pupils has been in vogue from time immemorial in the 
cantonal schools here and they consider that the plan brings 
the most excellent results in every way. This plan is, of 
course, applied only in the elementary schools, so-called 
Primarschulen, which cover a period of six years, and during 
the first four years of this period the plan is obligatory, and it 
is also practically always applied during the remaining two 
years' work. 

Another study of value in understanding the teacher progression 

plan (Bondurant 1951) involved a questionnaire submitted to teachers 

who had some experience with the program. Again, the results were 
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highly favorable to the plan. The teachers who responded to the 

questionnaire indicated their approval of the two year cycle. Over 

ninety percent of the teachers who had experimented with the program 

identified the following advantages (Bondurant 1951, pp. 38-49): 

1. It helps the teacher to judge pupil growth and to empha
size the growth of the whole child. 

2. It makes it possible for the teacher to know the pupils 
better. 

3. It makes possible a program giving consideration to 
individual differences and better provision for guidance. 

4. It adds to a feeling of security on the part of the chil
dren. 

Over eighty percent of the respondents in the Bondurant 1951 

study indicated the following advantages for a plan of organization in 

which teacher and pupils advance together(pp. 49-50): 

1. It allows the teacher to use previous experiences as 
stepping stones to broad, new experiences. 

2. It challenges teachers to see that every child grows to 
the best of his ability. 

3. It breaks down grade level requirements on the one year 
basis and works for certain accomplishments and growth in 
terms of two or three year periods. 

4. It lessens the confusion created by shuttling children 
back and forth between traditional and progressive teachers. 

5. It enables the teacher to adopt a flexible and informal 
manner. 

6. It is illustrative of one of the ways in which child 
development principles may become an integral part of a 
teacher's understanding. 

7. It facilitates integration and the curriculum can be kept 
flexible in both content and time allotment. 

8. It makes possible a greater unification of the pupil's 
work. 

9. It enables teachers to experiment with grade placement 
of materials and subject matter. 

10. It creates more interest and enjoyment in school for 
children. 
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A study was reported in Waynesboro, Virginia (Wright 1947) in 

which a seven year experiment moved eight of the twenty-two class

room teachers along with the children. The longest period of time any 

teacher remained with his group was three years in the primary grades. 

Another teacher then taught the group for the fourth and fifth years, 

while still a third teacher took the group for the sixth and seventh years. 

The program was evaluated by both teachers and students as being 

highly successful. 

A subjective and objective study was conducted in the Labora

tory School of the Southern Oregon College of Education (Allen 1955). 

The study centered around sixteen children who remained with the same 

teacher through a three year period and sixteen children who changed 

teachers yearly. The investigation came to the conclusion that the 

children who remained with one teacher evidenced a greater scholastic 

growth and were better developed socially and emotionally. The parents 

and children alike favored some form of continuity with one teacher. 

The teacher who worked with the same group for three years was very 

satisfied with the growth the children made under the plan and with the 

fine rapport established with the parents. 

In 1940 the Association of Childhood Education International 

conducted a symposium of ten teachers who had progressed more than 

one year with the same group of children. These teachers were not all 



in favor of the plan. They felt that difficulties could be created if 

teacher-pupil personality conflicts developed. They did find that the 

plan had advantages, however. The closer relationship which developed 

when teachers and pupils spend more time together had made it possible 

for them to be more relaxed and informal in their classrooms. This made 

it easier for a child to approach them and for them to guide and direct 

the child. 

Studies made by the University of Chicago and reported by 

Polkinghorne ( 1950 and 1951) dealt mainly with primary grade groupings. 

The studies revealed that these advantages were apparent when children 

stayed with the same teacher two years or longer: (1) it adds to the 

feeling of security on the part of the children; (2) there is elimination 

of social pressure for grade promotion; (3) parent-teacher relationships 

are improved; (4) there is a shift of emphasis from the purely academic 

skills; and (5) the stability of the classroom situation may contribute 

to solidification of good habits, especially to emotional control. 

In 1945 Liveright reviewed the experiences of the teachers in 

the Logan School in Philadelphia with the continuing teacher plan. 

Several distinct advantages emerged as a result of the study: (1) experi

mentation with grade placement of materials and subject matter was 

possible; (2) since there was more time to cover work, each phase of 

the program could be approached when the child was ready and the 

teachers did not feel hampered by grade norms; (3) each child could 



progress at his own rate; and (4) teachers and children were less tense 

because they knew there was more time to cover the work. The study 

also suggested that parents might object to the plan unless they under

stood the reason for its use. 

One of the earliest studies (Davis 1938) reviewed the experi

ences of primary units involved in teacher progression. The study found 

that the major advantage was that teachers were able to study and pro

vide for the individual differences in children. In addition, children 

had more interest and enjoyment in school, teachers were challenged 

to see that every child grew to the best of his ability, and teachers 

found pleasure in the success of happy children formerly considered 

"failures" because they did not fit into the common mold. 

Collins' ( 1942) study surveyed summer school students enrolled 

in the School of Education, Pennsylvania State College. Only fourteen 

students had taken part in a continuing teacher plan. Eleven had found 

it successful, two had found it successful under certain conditions, 

and one had no opinion. A list of probable advantages and disadvan

tages was made by 199 students who had not taken part in such a plan. 

Through interviews with the fourteen experienced teachers, Collins 

established a list of probable advantages and disadvantages. Included 

were: (1) increased knowledge of pupils' backgrounds, abilities, 

habits, and attitudes made possible a program giving consideration to 
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individual differences and better provision for guidance; (2) teachers 

were able to judge growth better and emphasize growth of the whole 

child; (3) integration of subject matter was facilitated; and (4) the 

curriculum could be kept flexible in content and time allotment. In 

addition, it was suggested that there might be a tendency for the 

teacher's knowledge of weakness in children to prevent recognition of 

strength and improvement. 

Miller's study (1949) stressed the confusion occurring as chil

dren were moved back and forth between progressive and traditional 

teachers. She found that when children spent two years with the same 

teacher, the confusion was lessened. She also suggested the value 

that might be derived as teachers used their knowledge of previous 

experience as stepping stones to broad new experiences for children. 

The Association for Childhood Education International (1951, 

p. 40) concluded a bulletin on continuous learning by stating: 

The job of planning for better continuity can be made easier 
if artificial.pressures and barriers such as rigid application of 
grade norms and content to be covered are removed. These 
barriers should be replaced by opportunities for a teacher to 
know each child well, to work with him closely over a favor
able length of time, and to work on problems of importance to 
the child in the setting in which he is growing up. 

Literature Pertaining to the Significance 
of Small Group Membership 

The importance associated with group membership has been well 

documented (Cunningham et al. 1951; Homaris 1951; Lewin and Grabbe 



1945). Membership in a group influences one's learning, behavior, and 

attitude (Murphy and others 1937, p. 209). ". . .the child assimilates 

the feelings of those about him by a process which, on its objective 

side, is the circular response, but which has its all important subjective 

aspect in the fact of primitive identification." Indeed, it has even been 

suggested that group membership is one of the fundamental human drives 

(Cunningham et al. 1951, p. 108). "The need to belong in a group is 

a powerful force. Some psychologists claim that it is an innate, basic 

human need." 

Studies have shown (McGrath and Altman 1966; Sherif 1936; 

Strang 1958) that the small group teaches and enforces human behavior. 

The group sets standards for a range of behavior far beyond its own 

boundaries. The group provides its members with security, belonging, 

and encouragement, and its members tend toward uniformity in attitudes 

and actions. The placement of individuals in the group defines group 

structure. In most groups, there is a ranking of members. The more the 

individual conforms to group norms, the higher is his rank, and the higher 

the individual's rank, the greater is his influence. The degree of group 

cohesiveness determines, in part, the group's interaction potential, and 

the greater the interaction, the greater the attractiveness to members. 

Even group size exerts an influence on an individual. 
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Burrow (In Murphy and others 1937, p. 314) contended 

". . .that groups can liberate what is socially meaningful in the person 

and give it direction and a chance for self-development much better than 

any individual can." Burrow further argued that all neurosis is ulti

mately social neurosis. 

Homans ( 1950, p. 425) further discussed groups and class 

structure when he stated the rules of leadership: 

The leader will maintain his own position. 
The leader will live up to the norms of his group. 
The leader will lead. 
The leader will not give orders that will not be obeyed. 
In giving orders, the leader will use established channels. 
The leader will not thrust himself upon his followers on social 
occasions. 
The leader will neither blame nor praise a member of his group 
in front of the other members. 
The leader will take into consideration the total situation. 
In maintaining discipline, the leader will be less concerned 
with inflicting punishment than with creating the conditions in 
which the group will discipline itself. 
The leader will listen. 
The leader will know himself. 

Cunningham et al. (1951, p. 109) felt that many of the behavior 

problems in our schools today might originate in the non-identification 

of the individual with his group. The status of the individual is granted 

by the group and the child feels inferior or superior depending on the 

group's attitude toward him. 

Thelen ( 1954, p. 225) suggested that an individual's early 

group association is indicative of one's future performance when he 



stated that "The attitudes, theories, and skills which one forms and 

uses to deal with people, become in effect a world-view, and the key 

to prediction of one's behavior." 

Lewin and Grabbe's study ( 1945, p. 62) positively related the 

re-education of the delinquent to the establishment of an "in-group" 

feeling, a group in which the member feels belonging. Re-education 

of the delinquent is based upon his ability to accept new perceptions. 

The acceptance by the group and the adoption of group norms substi

tutes for previous less desirable modes of operation. 

Redl's study ( 1948) again confirmed the importance of identifi

cation and the partial incorporation of others' traits and value patterns 

as a necessary part of character change. 

The elementary school child spends his years in a succession 

of small groups. The permanence of these groups and the child's con

tribution s and position ultimately form part of his personality founda

tion. Genes and prenatal environment control eighty percent of the I.Q. 

variance according to Arthur Jensen (Jensen 1966, p. 99). There re

mains twenty percent of the variance responsive to environmental factors 

of which the influence of the group plays an active part. 

Life in the classroom is characterized by special conditions 

according to Thelen ( 1954, p. 45). He suggested that classroom 

experiences were arranged by authorities for children who have to par

ticipate. The child was forced to interact with other people, and on 
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top of these limitations was heaped huge amounts of subject matter 

which may have no meaning or reality. "The most fundamental thing 

about classroom experience is that it is social; it is a continual set of 

interactions with other people. . .Social interactions set the conditions 

under which learning occurs." 

Stock and Thelen ( 1958, p. 10) described two fundamentally 

different modes of group life , the emotional aspect characterized by 

collective action, high feelings and disorder and the work side which 

was sober, reflective, and orderly. The problem of the group was to 

maintain the appropriate blend between these two behavioral patterns. 

The more stable and cohesive the group is and the more attached 

the members are to it, the more influential the group is in setting stan

dards for members' behavior. 

The longevity of group life was further emphasized by Cunning

ham et al. (1951, pp. 132-133): 

The urge to achieve status, to belong, is never ending. 
When a youngster is new to a group, he must find himself in the 
established status pattern. . .This situation is multiplied and 
intensified when whole portions of a group are thrown into new 
situations. . .Possibly some such experience may be favorable, 
but more evident to the observer are the number of pupils who 
having had difficulty in adjustment are just beginning to find 
security when they must go to a new status-seeking situation. 
It would seem that too frequent need to adjust may give undue 
emphasis to status-seeking. There are youngsters who seem 
to spend all their time and energy in this activity, at the ex
pense of other areas of growth. 
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Thelen ( 1954, p. 238) continued to stress the value of long 

group life when he insisted that stability leads to understanding of 

basic principles which, in turn, leads to the ability to predict and 

freedom to decide behavior intelligently. He further emphasized the 

change in groups as they mature. "A classroom group, for example, 

learns to talk more intelligently about social problems, or about chemis

try; it learns to solve objectively defined problems in arithmetic or 

composition with greater skill; and it learns to respond emotionally to 

many stimuli.. .that previously left it unmoved." 

Since most of the classrooms in the United States are organized 

for one year, it does seem worth our while to look at the research and 

investigate a program whereby the life of a group is extended to two 

years. 

The basic advantage of longevity in group life was stated by 

Homans ( 1950, p. 243) . .the more frequently persons interact with 

one another when no one of them originates interaction with much 

greater frequency than the others, the greater is their liking for one 

another and their feeling of ease in one another's presence." 

The Relationship Between Group Membership 
and Self-Concept 

The concept of self has at no time in past history achieved the 

prominence of concern that is evidenced today. Originally the thinking 
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of self was dominated by the theologians. In 1644 Descartes entered 

the field with Principles of Philosophy, to be followed in the early 

twentieth century by Freud, Lewin, and Goldstein. Today's major pro

ponents of the self-concept aspect of personality include Ma slow ( 1954), 

and Rogers and Coulson ( 1969). 

Combs and Snygg ( 1959, p. 146) represented thought concerning 

the self with this definition: "The self is the individual's basic frame 

of reference, the central core, around which the remainder of the per

ceptual field is organized. In this sense, the phenomenal self is both 

product of the individual's experience and producer of whatever new 

experience he is capable of." 

Combs and Snygg, and Rogers and Coulson all believed that the 

maintenance and enhancement of the perceived self was the motive be

hind all behavior. Then it followed that there was only one kind of moti

vation, and that was the personal, internal motivation that all beings 

possess at all times, in all situations, with every activity. As Combs 

has stated ( 1962, p. 85), "People are always motivated; in fact, they 

are never unmotivated. They may not be motivated to do what we would 

prefer they do, but it can never be truly said that they are unmotivated." 

Many studies (Aronson and Mills 1959; Coopersmith 1967; 

Brookover, Erickson, and Joiner 1967) of self-image and achievement 

questioned the assumption that human ability was the most important 



factor in achievement. However, Brookover and others ( 1965) also 

concluded that the self-concept of academic ability was associated 

with academic achievement at each grade level. Brookover concluded 

that the student's attitudes limited the level of his achievement in 

school (Brookover and others 1967). 

Individuals are generally unwilling to accept evidence that is 

contrary to their own self-belief. The conflict between public fact and 

personal belief is resolved in favor of personal judgment. Several 

studies have shown that students who did poorly but expected to do so 

were more satisfied and contented than even those who did well but had 

not expected to do so (Aronson and Mills 1959; Aronson and Carlsmith 

1962). Those who found themselves performing above expectation 

tended to bring their performance back to their level of expectation. 

From his work, Jean Piaget ( 1929) concluded that social life is 

necessary to rational development. The young child's egocentric view

point was modified as he associated with others and learned that he 

existed in a social world of which he was an integral part. 

Coopersmith ( 1967, p. 245) in his intensive research on self-

esteem suggested that " . . .personal norms are likely to be far less 

influential in judging worthiness than group norms. Values and judg

ments arrived at independently are less likely to serve the individual 

as a principal bases for judging situations than the general social 

norms of one's group." 
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Coopersmith's work further indicated that self-esteem was not 

related to height and physical attributes and only weakly related to 

social status and academic achievement. The common assumption that 

self-esteem was based upon material wealth, education, and achieve

ment was found to have less importance to the individual's self-esteem 

than the the norms of his group. 

Bion in 1948a (p. 488) stated that ". . .anyone who has any 

contact with reality is always consciously or unconsciously forming an 

estimate of the attitude of his group toward himself." That this atti

tude must be self-enhancing and positive can no longer be doubted. 

However, even a negative self-concept is better than no self at all, 

and all self-concepts are capable of changing. 

Purkey ( 1970) suggested that the self would change if condi

tions were favorable to change. A child involved in a meaningful, 

self-enhancing environment is very apt to grow in self-esteem and 

academic achievement. The best evidence now available suggests that 

achievement and self-concept are mutually dependent, each determin

ing the positiveness of the other. Purkey ( 1970, p. 36) also listed 

the three conditions that give the child value in himself: (1) parental 

warmth, (2) respectful treatment, and (3) defined limits. 

As early as 1936 (p. 70) the National Society for the Study of 

Education summarized: 
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That other factors besides intelligence are necessary 
concomitants of the personality of the successful individual 
has also been recognized. The researches of numerous investi
gators tend to confirm the argument that achievement is a 
function of interest, persistence, experience, and many other 
factors as well as mentality. But it is in the process of inter-
stimulation and response within the group that such varying 
innate and acquired characteristics are developed and attain 
significance. In other words, personality integration and 
adjustment are functions of group life. 

The Child's Needs in Today's Democratic Society 

The foregoing discussions of the significance of small group 

membership and the formation of a positive self-concept were the two 

focal points of the early development of our democratic society. As 

our country became more complex, populated, and technical, our central 

government assumed the goal of providing for the mental and physical 

health of the individual citizen. If we keep the healthy growth of indi

viduals as a prime target in our society, then we can maintain the 

original premise formulated by our country's founders. 

Murphy and Ladd (1944, p. 6) provided the proper keynote when 

they suggested ". . .education in a democratic setting is concerned 

with who is taught, and how the student can be so taught as to live as 

abundantly as possible—that is, achieve the emotional and intellectual 

maturity that will make possible the fullest and wisest participation in 

the contemporary world. " 

In the optimum situation, the home provided the child with love, 

security, and independence. The work of the school was socializing 



and refining in a larger, less personal environment. As was pointed 

out (Baxter and Cassidy 1943, p. 19), "Group experiences must never 

be considered as ends in themselves, for the end in a democracy is al

ways the fullest development of individuals in relation to others." 

Hildreth ( 1948, p. 287) suggested that school group living had a 

definite function and group membership was a learned activity. "Working 

successfully with others is a skill which has to be learned by most chil

dren, but it is as valuable a skill as ability in arithmetic, reading or 

spelling. . . .This skill is not learned by chance, but is definitely 

planned for in the modern school." 

Psychologists agreed that human beings have certain needs that 

must be fulfilled for optimum growth. Maslow ( 1954) postulated these 

needs as basic: (1) physiological needs, (2) safety needs, (3) be

longing and love needs, (4) esteem needs, (5) self-actualizing needs, 

(6) need to know and understand, and (7.) aesthetic needs. 

It is impractical to suppose that these needs .can be fulfilled only 

in the small home group. It is readily apparent that the need is ever-

present and applicable also to school group living. As Shane and 

McSwain (1951, p. 302) insisted, "The child is not an individual, 

independent worker during one part of the day and a member of a group 

during another. He is always a part of a social environment." 



28 

The social environment bequeathed to our citizens was unique 

in the world and challenging of an educated citizenry. It behooves us 

as teachers to provide the proper setting to teach the tenets of Ameri

can Democracy. 

The Educational Policies Commission in 1941 (p. 55) stated 

that education must provide a desirable learning environment for chil

dren to cause the following personal and social loyalties to develop: 

first, to himself as a human being of dignity and worth, 
second, to the principle of human equality and brotherhood, 
third, to the process of untrammelled discussion, criticism, 

and group discussion, 
fourth, to the ideal of honesty, fairmindedness, and scien

tific spirit in the conduct of this process, 
.fifth, to the ideal of respect for and appreciation of talent, 

training, character, and excellence in all fields of socially 
useful endeavor, 

sixth, to the obligation and right to work, 
seventh, to the supremacy of the common good, 
eighth, to the obligation to be socially informed and intel

ligent . 

The schools, as well as the family, must assume their part in 

the growth pattern. Grouping structures must be organized to improve 

the child's opportunities for maximum growth in order to achieve the 

democratic goals of our country. 

Summary 

This chapter has reviewed literature related to the historical 

views of teacher progression, the significance of small group 
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membership, the relationship between group membership and 

self-concept, and the child's needs in today's democratic society. 

For over a century diverse grouping plans have been theorized 

and practiced in our nation's schools. At best they were attempts to 

personalize and individualize education; at worst, an administrative 

expediency. Shane ( 1969) listed forty-two grouping plans for our 

schools which have attempted to personalize our educative processes. 

Still more grouping practices have been developed based upon psychol

ogical and sociometric studies centered upon human relations and group 

activities. 

Cook (1941), after reviewing many of the grouping plans, 

suggested that the time had come to emphasize the great heterogeneity 

we find in our groups of children and cease trying to create some form 

of mold in which to force everyone. 

The great significance attached to small group involvement has 

been attested to by the many investigators in the field. The human 

personality is based upon the concept of self which is formed as indi

viduals relate to others in the immediate group. That this concept 

develop as a powerful, positive force granting individual and group good 

is of utmost importance. Classroom life with its close relationship and 

enduring friendships can offer a valuable tool to be used by educators. 

As was so well stated (Shane and McSwain 1951, p. 322), "The real 
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strength of democracy, both as a faith and as a way of life, lies in 

the quality of the mental and moral behavior of its citizens. It has no 

other reliable defense." 



CHAPTER III 

PROCEDURES FOR COLLECTING AND ANALYZING THE DATA 

This chapter describes the procedures used to: (1) define 

the environment in which the study was conducted, (2) select the 

experimental and control groups of children, (3) collect the data, 

(4) interview the experimental groups, (5) conduct the parent and 

teacher surveys, and (6) determine the statistical tests used to assess 

the experimental hypotheses. 

The School and Neighborhood 

Charles Dietz Elementary School, Tucson School District No. 1, 

Tucson, Arizona was a part of the largest school district in Arizona. 

It was one of fifty-seven elementary schools with four new schools in 

the process of construction. There were eight high schools and fourteen 

junior high schools. In September of 1970, the school district employed 

2,354 teachers, and the number of total contract employees was 3,952.. 

The school district served to educate almost 57,000. children, about 

25,000 in the elementary schools. 

Charles Dietz Elementary School was located in the east side of 

the city and the original building, constructed in 1961, was of contem

porary, brick design. The playground was large and grassed and 
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contained a football field, two basketball courts, and various 

playground equipment. The original building housed twelve classes; 

an addition was added in 1965 and again in 1968; portable classrooms 

were added in 1969. 

At the time of the study the staff included thirty teachers, four 

custodians, a librarian and library clerk, three cafeteria employees, 

three monitors, a part-time nurse and social worker, a secretary, and 

a clerk. Parents helped without salary in the library and the workroom 

assisting teachers. In addition to band and orchestra teachers, the 

school was justifiably proud of a marimba band and director. 

The general economic level of the community was middle class 

and about ten percent of the parents were professional people. The 

ethnic background of the great majority of the school children was white 

European with about ten percent of the youngsters having a Spanish-

Mexican heritage. The number of Negro children was negligible. About 

thirty percent of the school families had some association with the 

nearby air force base. 

Community relations were generally considered good; the 

principal was well-liked, the staff congenial, and the parent's generally 

felt welcome and interested in the school activities. 

The school boundaries encompassed only a residential area, 

landscaped in desert Western style; the nearest shopping center was 
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located about a mile away. Most of the children walked to school, but 

about one-fourth rode bicycles. 

The Sampling Procedure 

Charles Dietz Elementary School had practiced teacher progres

sion for nine years. All groups were heterogeneous; no ability grouping 

was evidenced. The total number of children involved in the current 

study numbered 245. Of this number 113 were second graders, and 

132 were fourth graders. Hereafter, the experimental group will be in

terpreted to mean the children who have remained with the same teacher 

for two years, and the control group will consist of the remainder of the 

children at the same grade level. 

The second grade experimental group consisted of twenty-two 

children, eleven girls and eleven boys. The second grade control group 

was composed of ninety-one children, fifty girls and forty-one boys. 

The fourth grade experimental group numbered fifty-two, twenty-four 

girls and twenty-eight boys. The control group consisted of eighty 

children, forty-two girls and thirty-eight boys. 

At the time of this study, the school population of Charles 

Deitz Elementary School numbered 897, and each grade level was 

divided into five classes. The fifth and sixth grades were semi-

departmentalized as the ten teachers exchanged classes to emphasize 
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professional specialities. The lower elementary grades, one through 

four, were self-contained classrooms. 

It had been the policy of the school for the past nine years to 

have a teacher remain with the same group for two years. Customarily, 

the group and the teacher remained together during the first and second 

year. At the end of the period, the teacher returned to the first grade, 

the group was reformed, and another teacher and group remained to

gether for the third and fourth years. As new teachers joined the staff 

and staff changes occurred, it was frequently impossible to keep group 

and teacher together for the two year period. When children left the 

school and new children were added to the groups, group stability was 

maintained as much as possible. 

During the nine year period of the teacher progression program 

sixteen teachers participated in the program and approximately one-

third of the student body remained with the same teacher and group for 

two years at some period of elementary school experience. A very 

small number of children were involved in the program twice. 

At the time the study was organized, three groups were com

pleting the second year of the two year period. One was a second grade 

class and two groups were fourth graders. It seemed imperative to 

evaluate the progress of the control and experimental groups before the 

influence of the succeeding teacher exerted itself. Consequently, the 
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testing program was initiated in the spring of 1970 and completed in 

the early fall of the same year. 

Data Collection 

To accomplish the purposes of the study, the classroom 

teachers administered the Stanford Achievement Test, Primary II battery 

to all second graders and the Intermediate I battery to all fourth graders. 

The teachers strictly adhered to the instructions in the teachers' manual 

and all testing was completed the second week in May of 1970. The 

fourth grade answer sheets were scored electrically at the district 

office and the second grade booklets were hand scored by the investi

gator. The control and experimental groups at both levels followed 

the same program. 

The following week all of the second graders and all of the 

fourth graders were administered the Self-Concept Tool and Classroom 

Learning Climate, Tool 1 (Appendix B, . Items 5and7). Again the 

classroom teachers conducted the tests while the investigator hand-

scored. 

In the second and third weeks of September 1970, the instructor 

reassembled the groups into their original fourth grade and second grade 

members and administered the Classroom Social Distance Scale and 

Social Analysis of the Classroom (Appendix B, Items 8and 10).. This 
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reorganization was necessary to insure the proper scoring of group 

members by their peer group. 

Shortly thereafter, classroom teachers administered Opportuni

ties in Human Relations (Appendix B, Item 9) and Self-Esteem Inventory 

(Appendix B,. Item 6) to the same children included in the study who 

were now in the third and fifth grades. The Opportunities in Human 

Relations measurement included Item 43, a checklist to help analyze 

the individual's attitude. 

In late October of the 1970 school year, the sixth grade was 

similarly tested with the Self-Concept Tool, and the Self-Esteem Inven

tory. The Metropolitan Achievement test results and Modern Mathe

matics Concepts Test results were tabulated from the cumulative folders. 

By statistically analyzing the sixth grade data, it was hoped to investi

gate the lasting value of teacher progression if any existed. In addi

tion, the sixth grade files revealed nineteen children who had been 

involved in the two year cycle twice. It was thought that this addi

tional information might prove valuable to the over-all analysis of the 

problem. 

Interviews with Experimental Groups 

Throughout September and October of 1970, the investigator 

conducted five-minute interviews with eighteen of the second grade 

children in the experimental group and forty-two of the fourth grade 
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children in the experimental group. The interviews were conducted 

in the private conference room of the elementary school, and all inter

views were tape recorded, transcribed, and monitored. The investi

gator tried to generate discussion in the four general areas of (1) be

longing, (2) self-esteem, (3) friendship, and (4) achievement. Each 

child was asked to evaluate himself in these areas after remaining in 

the same group for two years. The children were told that the university 

was very interested in the school's program and wanted to ask the 

opinion of the children who had participated. Some of the children 

were interviewed singly, some in pairs, and still others came in a small 

group of three to give their feelings toward teacher progression. 

The Parent and Teacher Survey 

A survey of parent attitude toward the teacher progression plan 

was conducted in the middle of October (AppendixB, Item 4). The ques

tionnaire was sent to all parents whose children had participated in the 

teacher progression program at some time during their school career. 

Two hundred sixty-six forms were sent out and 234 were returned to the 

school. The principal and the investigator tabulated and recorded the 

findings. 

The last week of October, the teachers who had participated in 

the program were asked to complete a questionnaire concerning their 

attitude toward thirty different items. This questionnaire was 
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originally developed at George Peabody College for Teachers by 

Bondurant in 1951. It was thought that a comparison between the 

original teacher attitudes and those of a specific group of teachers 

twenty years later might prove beneficial (Appendix B, Item 3). The 

1951 study sent 100 questionnaires, seventy replied, and two were 

discarded. The 1971 study included only the Dietz teachers who had 

participated in the two-year program. These respondents were sixteen 

in number, but one teacher could not be reached. 

Statistical Tests Used to Assess 
the Experimental Hypotheses 

The Mann-Whitney U Test is the most powerful of the non-

parametric tests and the one most suited to the major research conducted 

in this paper (Siegel 1956). Since ordinal measurement had been 

achieved in all six tests and the samples were small and of uneven size, 

the Mann-Whitney U Test was used to analyze the data for the Stanford 

Achievement Test, Classroom Social Distance Scale, Opportunities in 

Human Relations, Self-Esteem Inventory, Assessing the Classroom 

Learning Climate, Tool 1, and Self-Concept Tool. 

Item 43 of the Opportunities in Human Relations required testing 

the significance of the difference between the two sample proportions 

and the Chi-square statistic was used. 



CHAPTER IV 

THE RESULTS OF THE INVESTIGATION 

The major purpose of this investigation was to gain a better 

understanding of the relationship between children who have had the 

' same teacher for two years and children who changed teachers yearly 

with respect to academic achievement.and social-personal adjustment. 

Charles Dietz Elementary School, Tucson School District No. 1, 

Tucson, Arizona had had a special program of teacher progression for 

nine years. At the time of the study three groups of students were 

completing the second year with the same teacher. Fifty-two fourth 

grade children and twenty-two second grade children constituted the 

experimental group which had advanced with the same teacher for two 

years. The control group included the remaining ninety-one second 

graders and eighty fourth graders who had changed teachers each year. 

The total number of students involved in the study was two hundred 

forty-five, one hundred twenty-seven girls and one hundred eighteen 

boys. 

To provide direction to the study, the following hypotheses 

were proposed and tested at the .05 level of confidence: 
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Hypothesis 1: There is no significant difference in academic 

achievement at the end of grade two between children who have 

had the same teacher for two years and children who change 

teachers yearly. 

Hypothesis 2: There is no significant difference in social-

personal adjustment at the end of grade two between children 

who have had the same teacher for two years and children who 

change teachers yearly. 

Hypothesis 3: There is no significant difference in academic 

achievement at the end of grade four between children who have 

had the same teacher for two years and children who change 

teachers yearly. 

Hypothesis 4: There is no significant difference in social-

personal adjustment at the end of grade four between children 

who have had the same teacher for two years and children who 

change teachers yearly. 

Results of Experimental Group Interviews 

Interviews were conducted with sixty of the experimental group 

children to determine their attitudes toward teacher progression. The 

interviews were conducted by the investigator and held in a private con

ference room at Charles Dietz Elementary School. Some of the children 

were interviewed privately, but when the younger children seemed 



hesitant to converse, children were interviewed in pairs. A basic 

format was developed for the interviews (Appendix B, Item 1), but the 

conversation followed the interest of the children as the investigator 

tried to bring out basic attitudes. All interviews were taped and moni

tored before recording. 

The fourth grade children proved more vocal than the second 

graders in expressing their beliefs. Most of the second graders, while 

affirming their beliefs in teacher progression, merely stated, "I liked 

it," or "She's nice and I liked her a lot." A more fluent second grader 

stated, "Good. I like almost everyone in my classroom. If you like 

them a lot, you like working with them and everything." 

All the fourth grade children except two made positive comments 

about teacher progression. Some of the comments included: "I like it 

because you know the group, the classroom, all the kids, and the 

teacher. I'm usually shy at the beginning with the new teacher." 

Another stated, "I think it's good because you get to know your 

teacher more, more than you did the first year. If you know her only 

for a little while, she's just like any other old teacher. If you know 

her a long time, she's your friend." 

Still another child commented, "Like the first year we have her, 

she'll tell us we can go to the pencil sharpener and sharpen our pencils 

any time we want, and the next year we can do the same thing. If you 



42 

have a different teacher, they might change it, and we'd get all 

confused." 

Basic advantages listed by the children included the feeling of 

security, familiarity, continuing friendships, understanding of the 

teacher's methods, and safety in the knowledge that their capacities 

and limitations were understood. 

The two negative comments included: "It was fun, though kind 

of boring the second year," and "It was sort of fun, but when you got 

tired of people, you sort of wished other people were in the class than 

those you'd had for two years." 

In answer to the question, how did you fit into the group, one 

youngster stated, "Pretty average. Everybody went along with every

body. We didn't get in fights. We just went along with everything 

everybody did." 

Another child remarked, "Everybody helps us and we help every

body else." 

The question, how did the group help you, elicited the following 

response from one youngster,"We worked together like a family. We 

all worked together." 

A more complete listing of questions and responses appears in 

Appendix B, Item 2, but the basic finding was that all second graders 

and all fourth graders except two made positive comments concerning 
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teacher progression. Many of the respondents were enthusiastic in 

their support of the program and expressed the wish that their current 

teacher could be with them for another year. 

Results of the Teacher Survey 

The survey, developed in 1951 by Bondurant, was repeated in 

the current study. The sixty-eight teachers in the earlier study were 

geographically scattered and had remained with one group for two years. 

The respondents in the 1971 study were fifteen Dietz teachers who had at 

some time during the preceding nine years remained with a group for two 

years. 

A complete table of survey results is included in Appendix B, 

Item 3. The attitudes of the teachers responding in 1971 were similar 

to the attitudes of the 1951 respondents. Teachers who worked with 

their group for two years felt that the greatest advantages included a 

deeper understanding of children which enabled teachers to plan 

individual work that facilitated continued learning in accordance with 

the growth pattern of each child. 

The 1971 study indicated that eighty percent of the Dietz 

teachers preferred teacher progression to the traditional form of organi

zation, thirteen percent were undecided, and seven percent preferred 

traditional form. The 1951 study showed eighty-five percent preferred 

the teacher progression organization while fifteen percent chose the 
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traditional form. All the teachers thought the two year form of 

progression preferable to a longer period of time. 

Results of the Parent Questionnaire 

A questionnaire sent to all parents whose children had partici

pated in the teacher progression plan, returned affirmative responses 

(Appendix B, Item 4). Two hundred sixty-six questionnaires were sent 

out and one hundred ninety-seven or eighty-four percent were positive in 

their evaluation, while thirty-seven or sixteen percent were negative. 

Many of the parents added additional comments emphasizing their ap

proval of the program. Some of these included, "Excellent program," and 

"I would like to see my child have the same teacher in third, too." 

Results of Sociogram Analysis 

The ten groups of children included in the study were asked to 

list their three best friends in the classroom. Analyzing these data, 

reciprocal charts and sociograms were constructed. 

The reciprocal charts were divided into four uneven sections: 

section one contained the girls who selected girls as their best friends; 

section two illustrated the boys chosen by girls; section three showed 

the girls preferred by boys; section four contained the boy choices of 

boys. The girls were always placed at the first of the alphabet and 

the boys at the last. Reciprocal choices were indicated by dark 



shadowed squares, and single choices, by light shadowed squares. 

The total number of times each subject was chosen was recorded at the 

base of the table. The black diagonal squares prevented self selection. 

To further identify the groups, Groups I and II in the fourth grade 

were labeled teacher progression or experimental groups while Groups 

III, IV, and V were designated traditional or control classes. The 

second grade classrooms included Groups II, III, IV, and V as the 

control groups and Group I as the teacher progression or experimental 

group. 

In analyzing the charts thus constructed several points must be 

discussed: (1) star identification, (2) isolate identification, 

(3) reciprocal choices, and (4) selections of opposite sex. 

Two of the fourth grade control groups contained star members 

who were chosen by their peer group members twelve times. Control 

Groups II and IV contained five members each with seven or more 

choices. Control Group V had three star members while the two experi

mental groups had fewer individuals receiving a concentration of choices. 

Group I had three children and Group II had two children receiving seven 

or more choices. 

The number of isolates in the experimental groups was also 

less. Group I had three isolates and Group II had two isolates. Group 

III was maximum with seven isolates, while Groups IV and V contained 

four isolates each. 



Reciprocal Choice 

Single Choice 

Total times chosen 

Figure 1. Reciprocal Chart, Group I, Fourth Grade 
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Reciprocal Choice 

Single Choice 

•lli tiuj 

Total times chosen 

Figure 2. Reciprocal Chart, Group II, Fourth Grade 
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Reciprocal choices were approximately the same in number for 

the experimental and control groups with the exception of Group V 

which exceeded all others with twenty reciprocal choices. The charts, 

however, clearly indicated stronger power blocks in the traditional form 

of organization than in the teacher progression groups. 

The number of boys choosing girls and girls choosing boys was 

similar in the experimental and control groups with the exception of 

Group IV which had an exaggerated number of girls selecting the two 

star boys. 

The second grade children did not evidence as great a concen

tration of stars as the fourth graders. Groups I, II, and III each had 

two stars, while Group IV had one star, and Group V, three stars (Ap

pendix A, Figures 16-20). 

The isolates in the lower age groups, however, did appear to be 

concentrated more heavily in the traditional groups. Group I contained 

one isolate; Group II had five isolates; Group III had two; Group IV had 

four; and Group V again had two isolates. 

Reciprocal relationships appeared more heavily concentrated 

in the control groups than in the experimental groups. Group I had 

eight reciprocal relationships; Group II had seven; Group III had eight; 

Group IV had eleven; and Group Vhad ten reciprocal relationships. 
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Figure 3. Reciprocal Chart, Group III, Fourth Grade 
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Figure 4. Reciprocal Chart, Group IV, Fourth Grade 
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Single Choice 

TOtal times chosen 

Figure 5. Reciprocal Chart, Group V, Fourth Grade 
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Again, the charts revealed a greater power block in evidence in the 

control groups than in the experimental groups. 

There was a much greater selection of girls by boys and boys by 

girls in the second grade. The teacher progression group exceeded the 

four groups in this choice category. Twenty-three children in Group I 

chose friends of the opposite sex. Group II mixed sex choices in 

twenty cases; Group III, eight; Group IV, seven; and Group V, nineteen. 

Sociograms were constructed to better understand the group 

structure. For greater clarification, the girls and boys in each group 

were pictured separately. The target form of sociogram provided the 

basic structure with the center area devoted to those children who were 

selected seven or more times. This was designated Area 1. The first 

ring adjacent was occupied by those who were selected four, five, or 

six times by their peer group. This was called Area 2. The next circle 

represented the area for children who were chosen one, two, or three 

times, Area 3; and the outer circle contained the members who were 

isolates, Area 4. Girls were represented by circles and boys were 

represented by hexagons. The reciprocal relationship was pictured by 

a heavy line, while the single relationship and direction were drawn 

as a single, arrowed line. When the child's choice crossed the sexual 

boundaries, his friend was drawn in the background area outside the 

circle. 
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A comparison of the five sociograms drawn for the girls in the 

fourth grade showed differing degrees of organization, differing sub

group strength, "halo" effects, and varying degrees of interaction. 

Groups I and II, the teacher progression groups, appeared to contain 

structures with greater integration of members, and less concentration 

of power in either a single individual or a power elite. Groups III, IV, 

and V suggested definite power struggles within the group structure. 

The "halo" effect was marked in Groups III and IV, while Group V 

pictured strong evidence of a plural elite. 

In the fourth grade the relationships of the boys seemed to pre

sent greater interaction than the girls. The "halo" effect was evidenced 

in all cases, but a power block did not seem as clearly indicated. The 

greatest number of boys in all cases belonged in the one, two, and 

three choice area. The isolates in all groups chose at least one of the 

stars as his best friend. The isolates in the teacher progression 

classes included among their best friends children in Area 3. The iso

lates in Groups III, IV, and V preferred as their best friends, in addition 

to the stars, either girls, or boys in Area 2. The stars in all groups 

had more reciprocal friendships than most of the other group members. 

The sociograms of the second grade children (Appendix A, Fig

ures 21-30) revealed more children crossing sex boundaries in their 

friendships. This greater interaction between boys and girls was 
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£) Boys 

Q Girls 
1 Reciprocal Choice 
Single Choice 

Figure 6. Sociogram, Group I, Girls, Fourth Grade 
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o Boys (3 Girls 
Reciprocal Choice 
Single Choice 

Figure 7. Sociogram, Group II, Girls, Fourth Grade 
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Boys 

Girls 
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Single Choice 

Figure 8. Sociogram, Group III, Girls, Fourth Grade 
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{J Boys 

Q Girls 

—• Reciprocal Choice 
Single Choice 

Figure 9. Sociogram, Group IV, Girls, Fourth Grade 
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Boys 

Q Girls 
Reciprocal Choice 
Single Choice 

Figure 10. Sociogram, Group V, Girls, Fourth Grade 
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Figure 11. Sociogram, Group I, Boys, Fourth Grade 
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Figure 12. Sociogram, Group II, Boys, Fourth Grade 
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Figure 13. Sociogram, Group III, Boys, Fourth Grade 
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Boys 

Girls 
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Figure 14. Sociogram, Group IV, Boys, Fourth Grade 
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o 
Reciprocal Choice 
Single Choice 

Figure 15. Sociogram, Group V, Boys, Fourth Grade 



pronounced in the teacher progression group. Fourteen of the boys in 

Group I chose girls as their best friends. This can be compared to 

fifteen boys in Group II, four boys in Group III, five boys in Group IV, 

and twelve boys in Group V. Fewer girls chose boys as their best 

friends, but the number of girls choosing boys in the teacher progres

sion group was larger than in the other four groups. The power in Group 

I was dispersed throughout the group while the traditional classroom 

evidenced a greater concentration of power. 

Three groups of boys had no stars, one group had one star and 

one group had four stars. The teacher progression group again showed 

the power to be spread throughout the group while Groups III, IV, and 

V revealed a power concentration. 

Results of the Statistical Analysis 

The Mann-Whitney U Test (Siegel 1956) was used to determine 

whether there were differences between the total experimental group and 

the total control group, the experimental boys and the control boys, the 

experimental girls and the control girls, the control girls and the control 

boys, and the experimental girls and the experimentaljDcjys. The results 

for the Stanford Achievement Test are presented in Tables I and II (see 

tables, p. 66 and ff.); the results for the Self-Concept Tool are presented 

in Tables III and IV; the results for the Self-Esteem Inventory are presented 

in Tables V and VI; the results for the Assessing the Classroom Learning 



Climate, Tool 1 are presented in Tables VII and VIII; the results for 

the Social Distance Scale are presented in Tables IX and X; and the 

results for the Opportunities in Human Relations are presented in Table 

XI. The Chi-square results for Item 43, Opportunities in Human Rela

tions, are presented in Table XII. The results for the sixth grade in

vestigation are presented in Tables XIII, XIV, XV, and XVI. 

As may be observed from the tables cited above, differences 

were found for the fourth grades in the Self-Concept Tool and Assessing 

the Learning Climate, Tool 1. Differences were observed in the second 

grade in the Stanford Achievement Test, the Self-Esteem Inventory, and 

Assessing the Classroom Learning Climate, Tool 1. Probability levels 

for these differences have been rounded to the nearest hundredth and 

reported in the tables to the .20 level of confidence to show trends, as 

well as differences at the .05 level. 

In view of these findings, Hypotheses 1 and 4 were rejected, 

and Hypotheses 2 and 3 were accepted. 

Discussion of the Results 
of Statistical Analysis 

The statistical analysis revealed that there are no substantial 

differences in fourth grade between the experimental children and the 

control children as measured by the Stanford Achievement Test. There 

is a difference (.06 level) in the word meaning subtest between the 
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two groups. There is a difference (.09 level) in the paragraph meaning 

subtest between the experimental boys and the control boys. These 

findings may indicate that the greater interaction among the teacher 

progression groups provides more opportunities for language use and 

understanding than the control groups. The greatest difference noticed 

between the experimental girls and control girls appears in the arith

metic application subtest. The closer association with male class 

members in the teacher progression groups may provide greater oppor

tunities for interaction in all areas. 

Table I 

Stanford Achievement Test Differences with 
Fourth Grade Children 

E Group E'Boys E Girls C Girls- E Girls 
vs vs vs vs vs 

Subtests C Group C Boys C Girls C Boys E Boys 
Word Meaning .06 .11 .13 .12 .15 

Paragraph 
Meaning .14 .09 ns .04 ns 

Arithmetic 
Computation .14 ns ns ns .20 

Arithmetic 
Concepts ns ns ns ns . 18 

Arithmetic 
Application .15 ns .09 ns .19 
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A difference is reported in Table II between the second grade 

experimental and control children. The experimental group was higher 

(.03 level) in the subtest of paragraph meaning. The same difference 

is noted between the experimental and control boys in the paragraph 

meaning subtest. These results suggest that continuity in group life 

can affect reading achievement positively in the primary grades. 

The control group was higher (.01 level) than the experimental 

group in the arithmetic computation subtest. This may mean that the 

shorter life of traditional groups places more emphasis on drill. The 

greatest difference observed between the experimental and control girls 

was in the area of arithmetic computation (.03.level), and arithmetic 

concepts (.05 level). The higher group was the control group in both 

subtests. 

Table II also illustrates the striking differences between boys 

and girls in the primary grades. In most subtests the girls scored 

higher. The control boys scored higher than the control girls only in 

the subtest science and social studies. The experimental boys scored 

higher in the arithmetic subtest as well as in science and social studies. 

The difference between the sexes was most pronounced in the control 

groups. 

The statistical analysis of the Self-Concept Tool reveals a 

substantial difference between the experimental and control children 
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Table II 

Stanford Achievement Test Differences with 
Second Grade Children 

Subtests 

E Groups E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

C Group C Boys C Girls C Boys E Boys 
Word 
Meaning 

Paragraph 
Meaning 

Science Soc. 
Studies 

Spelling 

Word Study 

Language 

Arithmetic 
Computation 

Arithmetic 
Concepts 

ns 

.03 

.19 

.13 

ns 

. 1 6  

. 0 1  

. 1 1  

ns 

.03 

ns 

ns 

ns 

ns 

. 1 0  

ns 

ns 

.13 

. 1 2  

. 10  

ns 

ns 

.03 

.05 

. 0 1  

.002 

. 1 0  

. 0 2  

.05 

.003 

ns 

ns 

.07 

.05 

.03 

. 0 2  

. 1 0  

. 0 6  

ns 

. 1 6  



in the fourth grades. The "This is the way I am" section of the test 

showed a difference at the .001 level of donfidence while the "This is 

the way I'd like to be" section was at the .002 level. A comparison 

between the experimental boys and the control boys reveals a similar 

difference in both areas of the test. The experimental girls and control 

girls evidenced difference only in the "This is the way I am" section of 

the Self-Concept Tool. A comparison between the boys and girls showed 

no real differences. 

This analysis is positive in confirming the difference that exists 

in the self-concept of the children in the teacher progression groups. 

•In addition/ the-teacher progression groups are more positively oriented 

toward those attitudes considered "good" by our society as indicated 

by the "This is the way I'd like to be" category. 

The second graders do not evidence any difference in either 

area of the Self-Concept Tool (Table IV). However, differences are 

apparent in the Self-Esteem Inventory presented in Table VI with the 

control group achieving the higher score. The largest difference noted 

is between the experimental boys and the control boys with a .02 level 

of confidence reported. This was probably a strong enough difference 

to affect the total statistic resulting from the comparison between the 

two groups. This difference is again revealed in the comparison between 

the experimental boys and girls with the girls scoring higher. No 
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Table III 

Self-Concept Tool Differences with Fourth Grade Children 

E Group E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

Subtests C Group C Boys C Girls C Boys E Bovs 

This is the way 
lam .001 .03 .006 ns ns 

This is the way 
I'd like to be .002 .002 .14 .17 ns 

Table IV 

Self-Concept Tool Differences with Second Grade Children 

E Group E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

Subtests C Group C Boys C Girls C Boys E Girls 

This is the way 
I am ns ns .11 .10 ns 

This is the way 
I'd like to be ns ns ns .12 ns 
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difference is noted between the experimental girls and the control girls. 

The control built into the Self-Esteem Inventory and called "Lie" shows 

no difference in any of the five categories. From this evidence we can 

deduce that there exists a difference in self-esteem between the 

experimental and control boys. 

Table V 

Self-Esteem Inventory Differences with Fourth 
Grade Children 

E Group 
vs 

C Group 

E Boys 
vs 

C Boys 

E Girls 
vs 

C Girls 

C Girls 
vs 

C Boys 

E Girls 
vs 

E Bovs 

Total ns .06 ns ns .09 

Lie .17 ns .11 .08 ns 

Table VI 

Self-Esteem Inventory Differences with Second 
Grade Children 

E Group 
vs 

C Group 

E Boys 
vs 

C Bovs 

E Girls 
vs 

C Girls 

C Girls 
vs 

C Boys 

E Girls 
vs 

E Boys 

Total .06 .02 ns ns .04 

Lie ns ns .12 ns .19 

This difference in self-esteem is reversed in the fourth grade 

(.06 level). The experimental boys received the higher score 
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(Table V). The total scores of experimental and control groups do not 

differ significantly. In addition, the Lie factor suggests the possibil

ity that the boys may be deceiving themselves or exaggerating their 

positions. 

An analysis of classroom life using the Assessing the Classroom 

Climate, Tool 1, reveals a difference in fourth graders between the 

teacher progression groups and the traditional groups at the .04 level 

of confidence (Table VII). The experimental groups scored higher in 

all totals. An even greater difference exists between the boys and girls 

of both groups. 

Analyzing the questions independently reveals additional differ

ences. The first four questions are predominately involved when dis

cussing differences between the sexes, but questions five through 

nine offer differences between the experimental and control groups. 

Upon analysis, the first questions involve an individual attitude toward 

classroom life while the last questions relate the individual to class

mates and teacher. The experimental groups evaluated the classroom 

life with the peer group and teacher more positively than the control 

groups in questions four, six, seven, and eight. The control groups 

had higher scores in questions five and nine. This suggests that the 

teacher progression groups encourage more interaction among children 

which may lead to more friendships, cooperation, and understanding. 
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Table VII 

Assessing the Classroom Learning Climate, Tool 1, 
Differences with Fourth Grade Children 

E Group E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

C Group C Boys C Girls C Bovs E Boys 

Total .04 .07 .06 .02 .02 

Question 1 ns ns .05 .14 .003 

Question 2 ns ns ns .05 .10 

Question 3 .19 ns .19 .04 .06 

Question 4 .01 .003 ns .02 ns 

Question 5 .06 ns .08 ns ns 

Question 6 .03 ns .001 .16 .01 

Question 7 .001 .001 ns .002 ns 

Question 8 .03 .14 .05 ns ns 

Question 9 .04 ns .03 .15 ns 



The girls included in the study had a more positive outlook on 

classroom life than the boys, and the experimental girls were more posi

tive than the control girls. The boys evidenced greatest differences on 

question four, "How hard are you working on schoolwork compared with 

the others in the class?" and question seven, "How good is your school-

work compared with the work of others in the class?" The experimental 

boys were more positive in each case. 

The experimental and control girls differed most on question six, 

"If we help each other with our work in this class, the teacher. . ." 

The experimental girls showed differences at the .001 level of confidence. 

The control group scored higher in question nine, "How often do the 

pupils in this class act friendly toward one another?" (.03 level). 

Question five, "How many of the pupils in this class do what the 

teacher suggests?" showed a positive approach by the control group and 

suggested that greater teacher dominance might be evidenced in the con

trol groups. In all questions which showed differences except question 

nine, the experimental groups achieved higher scores than the control 

groups. 

An analysis of the second grade data from this instrument (Table 

VIII) does not reveal the many differences that were apparent in the 

fourth grade. Questions two and six showed differences in the total 

group analysis, and both times the higher score was given to the control 

groups. The differences existing in the fourth grades between boys and 
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Table VIII 

Assessing the Classroom Learning Climate, Tool 1, 
Differences with Second Grade Children 

E Group E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

C Group C Boys C Girls C Boys E Bovs 

Total .09 .11 ns ns ns 

Question 1 .17 ns ns ns ns 

Question 2 .01 .07 .04 ns ns 

Question 3 ns ns ns ns ns 

Question 4 .07 ns .07 ns .19 

Question 5 .09 ns .14 .13 ns 

Question 6 .003 .009 .06 .17 ns 

Question 7 ns .05 .07 .04 .07 

Question 8 ns ns ns ns ns 

Question 9 ns ns ns ns ns 
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girls in the first four questions received no emphasis in the second 

grade results, suggesting that these differences are exaggerated with 

age. 

The Classroom Social Distance scores (Table IX) indicated that 

the control groups evaluated individuals higher than the experimental, 

and the control individuals gave higher scores to the class. In a com

parison of the control and experimental girls, the control girls rated 

individuals higher. This is possibly due to the star influence noted in 

the sociograms and reciprocal charts and was important enough to influ

ence the total score. A difference was not revealed in the control girls' 

scores of the group. The fourth-grade girls consistently rated the group 

higher than the boys. The greatest difference was found between the 

experimental girls and boys ( .04 level). The control boys also rated 

the group higher than the experimental boys while a reverse trend was 

indicated in the second grade. The only difference noted in the second 

grade was an .04 level of confidence in the control girl and boy cate

gory. This result would be similar to the fourth grade girls' higher con

cept of the group. No differences were noted in any of the categories 

in the Opportunities in Human Relations test (Table XI). 

A comparison of the Chi-square results between the experimental 

and control groups in Item 43 of the Opportunities in Human Relations 

revealed differences in numbers one, four, thirteen, and fourteen 
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Table IX 

Classroom Social Distance Scale Differences 
with Fourth Grade Children 

E Group 
vs 

C Group 

E Boys 
vs 

C Boys 

E Girls 
vs 

C Girls 

C Girls 
vs 

C Boys 

E Girls 
vs 

E Boys 

Class Social 
Distance .001 .13 .001 ns .08 

Self Social 
Distance .001 .001 .14 .10 .004 

Table X 

Classroom Social Distance Scale Differences 
with Second Grade Children 

E Group 
vs 

C Group 

E Boys 
vs 

C Boys 

E Girls 
vs 

C Girls 

C Girls 
vs 

C Boys 

E Girls 
vs 

E Boys 

Class Social 
Distance ns ns ns .13 ns 

Self Social 
Distance ns .07 ns .04 ns 

Table XI 

Opportunities in Human Relations Differences 
with Fourth Grade Children 

E Group E Boys E Girls C Girls E Girls 
vs vs vs vs vs 

C Group C Boys C Girls C Boys E Boys 

Total ns ns ns ns . 15 
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(Table XII). The children in the teacher progression groups found it 

easier to make friends, felt they were liked by most, wanted to be with 

people most of the time, and were more interested in people than in 

things or ideas. These results seem to indicate a more social attitude 

and better self-concept in the groups which remained together for two 

years. 

Four evaluative instruments were utilized in analyzing the 

statistical results of the sixth grade testing program: (1) Self-Concept 

Tool, (2) Self-Esteem Inventory, (3) Metropolitan Achievement Test, 

and (4) Modern Mathematics Concepts Test. 

The sixth grade children who had been involved in the program 

at some time during the previous five years scored higher (.02 level) 

than children in traditional groups in "This is the way I am" section of 

the Self-Concept Tool. The experimental girls scored higher (.03 level) 

than the control girls in the second section of the test, "This is the 

way I'd like to be." This suggests that the self-concept established in 

earlier years is still substantially positive in grade six. 

In the remaining three tests the sixth grade children were 

classified into three different groups: (1) the children who had teacher 

progression twice, (2) the children who had teacher progression once, 

and (3) the children who had not had teacher progression. No differ

ences between these three groups were found in the Self-Esteem 
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Opportunities in Human Relations, Item 43, 
Differences between Experimental and Control 
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Check Items Probability 

1. Find it easy to make friends 10.35 

2. Find it difficult to make friends .31 

3. Wish I had more skill in getting 
along with people .86 

4. Well liked by most 7.49 

5. Liked by few, but not many .77 

6. Disliked by many 3.04 

7. Shy .05 

8. A leader .36 

9. Not understood 2.48 

10. Not so smart as most .25 

11. More intelligent than most .56 

12. Prefer to be alone much of 
the time 3.51 

13. Want to be with people most 
of the time 4.02 

14. More interested in people than 
in things or ideas 5.69 

15. More interested in ideas or 
things than in people • . 14 

16. Wish the school would give more 
help in how to get along with 
people .34 

. 0 1  

ns 

ns 

. 0 1  

ns 

. 10  

ns 

ns 

ns 

ns 

ns 

. 1 0  

.05 

. 0 2  

ns 

ns 
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Table XIII 

Self-Concept Tool Differences with Sixth Grade Children 

Subtests 

E Group 
vs 

C Group 

E Boys 
vs 

C Boys 

E Girls 
vs 

C Girls 

C Girls 
vs 

C Boys 

E Girls 
vs 

E Boys 

This is the way I am .02 .10 .07 ns .16 

This is the way I'd 
like to be .10 ns .03 ns .09 • 

Table XIV 

Self-Esteem Inventory Differences with Sixth Grade Children 

Teacher 
Teacher Teacher Progression 
Progression Progression Doubled 

vs vs vs 
No Teacher No 
Teacher Progression Teacher 
Proqression Sinqle Proqression 

Raw Score ns .12 ns 

Lie ns .10 ns 
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Table XV 

Metropolitan Achievement Test Differences 
with Sixth Grade Children 

Teacher Teacher 
Teacher Progression Progression 
Progression Double Double 

Subtests vs vs vs 
No Teacher No 
Teacher Progression Teacher 
Progression Single Progression 

Word Knowledge .08 ns .06 

Reading .12 ns .08 

Computation ns ns ns 

Problem Solving .07 .15 ns 

Table XVI 

Modern Mathematics Concepts Test Differences 
with Sixth Grade Children 

Teacher Teacher 
Teacher Progression Progression 
Progression Double Double 

Total vs vs vs 
No Teacher No 
Teacher Progression Teacher 
Progression Single Progression 

Total .06 ns ns 



Inventory. There were no substantial differences between the groups 

in the Metropolitan Achievement Test. However, the teacher progres

sion groups scored higher than the non-teacher progression groups in 

the language arts sections of the test. The difference was greater 

between the children who had teacher progression twice and those who 

had not been in the program. Teacher progression groups achieved 

higher scores than the traditional groups in the Modern Mathematics 

Concepts Test (.06 level). 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
FOR FUTURE RESEARCH 

The Problem 

The purpose of this investigation was to analyze differences 

between children in traditionally organized classrooms and children in 

teacher progression groups with respect to academic achievement and 

social-personal adjustment. Charles Dietz Elementary School, Tucson 

School District No. 1, Tucson, Arizona has had a program of teacher pro

gression in effect for nine years. Two hundred forty-five children were 

included in the study, 113 second graders and 132 fourth graders. 

The null hypotheses tested were: (1) there is no significant 

difference in academic achievement at the end of grade two between 

children who have had the same teacher for two years and children who 

change teachers yearly; (2) there is no significant difference in social-

personal adjustment at the end of grade two between children who have 

had the same teacher for two years and children who change teachers 

yearly; (3) there is no significant difference in academic achievement 

at the end of grade four between children who have had the same 

teacher for two years and children who change teachers yearly; and 
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(4) there is no significant difference in social-personal adjustment at 

the end of grade four between children who have had the same teacher 

for two years and children who change teachers yearly. 

The study tried to extend the knowledge of grouping structure 

as it pertained to groups organized for the traditional one-year period 

and groups remaining intact for a two-year period. 

Procedure 

In the spring of 1970, three classrooms at Charles Dietz Ele

mentary School completed their second year with the same teacher. 

Fifty-two fourth graders and twenty-two second graders constituted this 

experimental group. The remaining students in the second and fourth 

grades composed the control group. These children were tested by the 

following evaluative instruments: (1) Stanford Achievement Test, 

Primary II battery for second graders and the Intermediate I battery for 

the fourth graders, (2) Self-Concept Tool, and (3) Classroom Learning 

Climate, Tool 1. 

In the early fall of the same year, further tests were conducted 

to determine social-personal adjustment. Classroom teachers adminis

tered (4) Opportunities in Human Relations and (5) Self-Esteem 

Inventory to the children in the study who were now in the third and 

fifth grades. Again in the fall, the investigator reorganized the groups 
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into their original fourth grade and second grade members and . 

administered the (6) Classroom Social Distance Scale and (7) Social 

Analysis of the Classroom. 

The attitudes of parents, teachers, and children toward the 

teacher progression program were determined by a parent questionnaire, 

a teacher attitude survey and taped interviews with the children in

volved in the program. 

Five groups of sixth grade children were included in the study 

to discover if the advantages associated with the teacher progression 

program continued in later years. An attempt was also made to deter

mine the value of double teacher progression as compared with single 

teacher progression. The achievement of the sixth grade children was 

evaluated by the Metropolitan Achievement Test and Modern Mathematics 

Concepts Test. The social-personal adjustment of the sixth graders was 

evaluated by the Self-Concept Tool and the Self-Esteem Inventory. 

The data collected were scored, charted, and coded. Reciprocal 

charts and sociograms were constructed for the second and fourth grade 

experimental and control groups. Five categories of difference were 

involved: (1) between the total experimental group and the total control 

group, (2) between the experimental boys and the control boys, (3) be

tween the experimental girls and the control girls, (4) between the 

control boys and girls, and (5) between the experimental boys and girls. 
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The Mann-Whitney U Test was used to analyze all test 

results except item forty-three in the Opportunities in Human Relations. 

Chi-square was used in this instance to evaluate the differences be

tween proportions. 

Results 

The interviews taped and recorded with the experimental groups 

to determine attitudes toward teacher progression proved highly posi

tive in content. The sixty interviews held with the second and fourth 

grade children resulted in two negative comments and fifty-eight 

affirmative statements. In addition, the parent questionnaire recorded 

eighty-four percent affirmative responses and sixteen percent negative. 

The teacher survey indicated that eight percent of the teachers preferred 

teacher progression to the traditional form of organization, thirteen per

cent were undecided, and seven percent preferred the traditional form. 

The reciprocal charts and sociograms revealed basic differences 

in group structure between the teacher progression groups and the tradi

tional groups. In general, the teacher progression groups evidenced 

fewer stars and isolates, fewer power blocks, and greater interaction 

among members. The second grade group structure differed from the 

fourth in that there were fewer stars and a more pronounced friendship 

between boys and girls. 



Hypothesis 1 stated that there was no significant difference in 

academic achievement at the end of grade two between children who 

have had the same teacher for two years and children who change 

teachers yearly. This hypothesis was rejected. The experimental group 

of second graders was higher (.03 level) than the control group in para

graph meaning; the control group was higher (.01 level) than the 

experimental in arithmetic computation. In both groups, the second 

grade girls scored higher than the boys, and the difference was greater 

in the control groups than in the experimental. 

Hypothesis 2 stated that there was no significant difference in 

social-personal adjustment at the end of grade two between children 

who have had the same teacher for two years and children who change 

teachers yearly. This hypothesis was accepted. A comparison between 

the experimental and control groups of second graders in the Self-Con

cept Tool did not show a difference in either area of the test. In the 

Self-Esteem Inventory the second grade control boys scored higher 

(.02 level) than the experimental boys. An analysis of classroom life 

of the second grade data does not suggest important differences between 

traditional and progression groups or between girls and boys. 

Hypothesis 3 stated that there was no significant difference in 

academic achievement at the end of grade four between children who 

have had the same teacher for two years and children who change 
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teachers yearly. This hypothesis was accepted. No significant 

differences were observed in the fourth grade between the experimental 

and control children. A difference was found (.06 level) in the word 

meaning subtest between the two groups. 

Hypothesis 4 stated that there was no significant difference in 

social-personal adjustment at the end of grade four between children 

who have had the same teacher for two years and children who change 

teachers yearly. This hypothesis was rejected. The statistical analy

sis of the Self-Concept Tool revealed a substantial difference between 

the experimental and control children of the fourth grades. The "This 

is the way I am" section of the test showed a difference at the .001 

level of confidence. The "This is the way I'd like to be" section 

showed a difference at the .002 level. The experimental boys scored 

higher (.06 level) than the control boys in the Self-Esteem Inventory. 

An analysis of classroom life indicated a significantly higher 

score for the teacher progression groups in fourth grade in all categor

ies. A greater difference existed between the boys in both traditional 

and teacher progression classrooms. The questions relating the indi

vidual to classmates and teacher revealed significantly higher scores 

for the teacher progression groups than for the traditional groups. 

A more limited study involving sixth graders suggested that 

children who had participated in teacher progression groups scored 
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higher in self-concept (.02 level) than children who had remained in 

one year groups. There were no substantial differences between the 

groups in the Metropolitan Achievement Test. However, the teacher 

progression groups scored higher than the non-teacher progression 

groups in word knowledge, reading, and problem solving. Again, 

teacher progression groups achieved higher scores than traditional 

groups in the Modern Mathematics Concepts Test (.06 level). 

Conclusions 

The findings of this investigation prompted the following con

clusions: 

1. The attitudes of children, parents, and teachers toward 

teacher progression proved highly positive. 

Discussion: It would appear from the interviews with the 

children who continued association with the same teacher and group 

that certain advantages existed in mature group life not inherent in 

younger groups. Parents were cognizant of the children's attitude and 

believed the continuing group good for their children. Teachers be

lieved that as their knowledge of children broadened with time, their 

effectiveness as teachers improved. 

2. A basic difference in group structure existed between 

teacher progression groups and groups that were traditionally organized. 
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Discussion: The longer-lived groups evidenced more 

interaction among members, fewer isolates and stars, and a broader 

dissemination of power. If this is construed as "good" by our society, 

the teacher progression groups offer a more salubrious structure than the 

traditional classrooms. 

3. Achievement tests indicated that teacher progression groups 

achieved higher scores in reading subtests than traditional groups. 

Traditional groups achieved higher scores in arithmetic computation. 

Discussion: Groups that remained together for a longer 

period offered their members more language opportunities. Groups that 

were organized-with new children and teachers yearly placed more 

emphasis on traditional drill. 

4. A difference existed between the achievement of boys and 

girls in the second grade. 

Discussion: Boys grow more slowly than girls mentally. 

This growth pattern must be adequately understood to insure effective 

teaching. 

5. Statistical analysis indicated a substantial difference 

between the continuing groups and the traditional groups in self-

concept . 

Discussion: The continuing group offered the ingredients 

necessary for the healthy growth of individuals. Students who had 
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lived together longer gave each other a higher self-concept than 

students who were regrouped each year. 

6. Girls at both grade levels and in experimental and control 

groups indicated a more positive attitude than the boys toward school 

orientation. 

Discussion: An interest in sports and outside activities, 

as well as the slower mental and physical development of boys, created 

a broad environment not centered in school activities. 

7. An analysis of classroom life indicated higher scores for 

the teacher progression groups in the fourth grade. 

Discussion: A mature, two year group is more positively 

oriented toward teacher and peer group than the traditional one year 

group. 

8. Teacher progression groups related positively to people 

and believed that people related positively to them. 

Discussion: A society is composed of individuals who 

must learn to associate with each other to achieve community good. 

This goal is strengthened by allowing groups to mature and individuals to 

learn respect for each other. 

9. The self-concept associated with teacher progression groups 

is apparent in sixth grade classes. 

Discussion: The relationship of teacher progression to 

the self-concept of children appeared to have a lasting quality. 
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A positive self-concept is difficult to create and difficult to destroy. 

A positive self-concept seemed an enduring quality. 

10. A trend toward higher scores in tests involving language 

facility was noted in teacher progression groups. 

Discussion: Greater interaction among group members and 

longer group life can influence the language growth of children. 

Recommendations for Future Research 

If the aim of education is the growth of the child, then the 

quality of teacher interaction with children must be a vital concern. 

With this viewpoint in mind, the longevity of group life seems to be a 

contributing factor to growth. The following recommendations for future 

research are made: 

1. Use the same, instruments with similar grade levels in the 

disadvantaged schools of the city to make a comparative study. 

2. Test the same children at the end of junior high school to 

ascertain permanency of results. 

3. Repeat the same study with future experimental groups and 

control groups using matched pairs to gain greater refinement of technique. 

4. Experiment with a teacher and group remaining together for 

three years. 

5. Extend teacher progression to include* grades five and six 

and repeat study. 



APPENDIX A 

SECOND GRADE SOCIOGRAM ANALYSIS 
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NN Reciprocal Choice 

Single Choice 

B. C 

Total times chosen 

Figure 16. Reciprocal Chart, Group I, Second Grade 



Hi Reciprocal Choice 

Single Choice 

Total times chosen 

Figure 17. Reciprocal Chart, Group II, Second Grade 



££| Reciprocal Choice 

Single Choice 

Total times chosen 

Figure 18. Reciprocal Chart, Group III, Second 
Grade 



$[i Reciprocal Choice 

Single Choice 

Total times chosen 

Figure 19. Reciprocal Chart, Group IV, Second Grade 
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Reciprocal Choice 

Single Choice 

3  1 1 1  1 0 3 5 4 4 3 2  2  2  1 1  1  
times chosen Total 

Figure 20. Reciprocal Chart, Group V, Second Grade 
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Boys 

Girls 

mmmam Reciprocal Choice 
Single Choice 

Figure 21. Sociogram, Group I, Girls, Second Grade 
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O O 
Boys 

Girls 
Reciprocal Choice 
Single Choice 

Figure 22. Sociogram, Group I, Boys, Second Grade 
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Boys 

Girls 

Reciprocal Choice 
Single Choice 

W 

O o 

Figure 23. Sociogram, Group II, Girls, Second Grade 
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Boys 

Girls 

w Reciprocal Choice 
Single Choice 

W 

Figure 24. Sociogram, Group II, Boys, Second Grade 
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Boys 

Girls 

mm. Reciprocal Choice 
Single Choice 

Figure 25. Sociogram, Group III, Girls, Second Grade 
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Boys 

Girls 

Reciprocal Choice 
Single Choice 

Figure 26. Sociogram, Group III, Boys, Second Grade 
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o o 
Boys 

Girls 

Reciprocal Choice 
Single Choice 

Figure 27. Sociogram, Group IV, Girls, Second Grade 
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Boys 

Girls 

Reciprocal Choice 
Single Choice 

W 

O o 

Figure 28. Sociogram, Group IV, Boys, Second Grade 
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o o 
Boys 

Girls 
Reciprocal Choice 
Single Choice 

Figure 29. Sociogram, Group V, Girls, Second Grade 
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Boys 

Girls 
Reciprocal Choice 
Single Choice 

Figure 30. Sociogram, Group V, Boys, Second Grade 

o o 



APPENDIX B 

INSTRUMENTS USED IN THE STUDY 

The interview questions, responding statements, teacher 

survey, parent questionnaire, and tests used in the study are included 

in this appendix. 

Interview Questions for Teacher Progression Children (1) 

Belonging, Acceptance, Group Rapport 

Tell me some of the things your group did last year that made 
you especially proud. 

What ways did the children work together? 
What did you do to help the group or the teacher? 
How did the group help you ? 
Would you like it if the group were still together? 

Self-Esteem 

How do you think you fit into this group? 
What things do you do that the group likes? 
How did your teacher show you she liked you ? 
Do you feel proud of yourself most of the time? 

Friends 

How do you feel about the children you were with for two years ? 
How did you like their ideas about fun things? 
What was the group doing when you felt you belonged? 
What was happening if you didn't feel belonging? 

Academic Achievement 

When you do your best work at school what has helped you? 
Do you work better with a group or by yourself? 
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How do you think staying with the same group affects your 
grades ? 
How do you feel your grades and study habits were affected 
by staying with the same teacher? 
To whom do you go for help? 
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Typical Responding Statements by Fourth 
and Second Graders (2) 

How do you feel about having the same teacher for two years ? 

"It's good." 
"It was nice to have them for two years. You get along better." 
"I think it's good because for me it's hard to change teachers and 

get to know other teachers." 
"I feel you should have a teacher for two years because you get 

to know them better, and you get to know the kids a lot better— 
better than changing around all the time." 

"Ilike it because you know the group, the classroom, all the kids, 
and the teacher. I'm usually shy at the beginning with the new 
teacher." 

"Sometimes if you get a new teacher they don't know how you act 
in class. If you have the same teacher for two years you get 
to know them better." 

"I think it's good because you get to know your teacher more, 
more than you did the first year. If you know her only for a 
little while, she's just like any other old teacher. If you know 
her a long time, she's your friend." 

"You do get to know your teacher better, and she gets to know the 
kids better. You're really more comfortable with someone you 
know than somebody you don't know. In the third grade by the 
end of the year, we all knew Mrs. well, but not as well 
as we did the end of the fourth grade. We didn't have to get 
used to a new teacher the next year then. We got to stay with 
the same teacher so we knew her—how she felt about us and 
how we felt about her." 

" My whole body felt better." 
"Like the first year we have her, she'll tell us we can go to the 

pencil sharpener and sharpen our pencils any time we want 
and next year we can do the same thing. If we have a differ
ent teacher they might change it, and we'd get all confused 
and everything." 

"We had a lot more fun, and you can get along better." 
"She'd know me better, so that's what I'd rather do." 
"You get to know the teacher a lot better. You get to know your 

friends too. Your teacher knows a lot more about you, so she 
can make better decisions." 

"I wish I had him all through school." 
"Great. You know them better. If you have a different teacher, 

it's kind of strange. But if you have them again you know them." 



112 

"If you have two teachers in a row, it will help you a lot more 
so when you go into the same room again, I was used to how 
she did stuff, and how she wanted us to do stuff. Makes you 
work better, and I don't feel as if there's all sorts of people 
around me I don't know." 

How did you fit into the group? 

"I'd hate that, being new." 
"Pretty average. Everybody went along with everybody. We 

didn't get in fights. We just went along with everything any
body did." 

"Everybody helps us and we help everybody else." 
"When I needed friends they'd be my friend." 
"When I was absent, they'd say it, and I'd learn from them, too." 
"We worked together. Like a family. We all worked together." 
"They were letting me do things with them." 

How do you feel about the children you were with for two years ? 

"I still walk past our old room almost every night." 
"I'd like to be friends with all the kids for a long time." 
"All the boys were perfect." 
"A lot of them are still my friends. They call me. We still play 

together." 
"I'd like to have the same group." 

When you do your best work at school what has helped you? 

"Sometimes, the other members of the group helped me a lot— 
especially the days that weren't my days—to get me started." 

"I knew how the other kids were doing and I knew what my place 
was." 

"The more you get to be friends with people, the more you get kind 
of relaxed. Not shy. But it has lots to do with happiness." 

"More people liked me the second year. The first year nobody 
could know me. The second year we had more friends. It was 
easier." 

"The teacher knew you better than she would some stranger." 
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Teacher Survey, 1971, 1951* (3) 

The following questionnaire was sent to teachers twenty years ago. 
I would be most appreciative if you would check in the proper column 
and return to my box so that we can compare today's attitude. 

When a teacher continues with 
the same group of children Almost Fre
for more than one year, it: Always Always quently Seldom Never 
1. Adds to a feeling of 

security on the part of 13.3 73.3 13.3 0.0 0.0 
children. 46.9 45.0 5.0 3.0 0.0 

2. Creates more interest 
and enjoyment in school 0.0 53. 3 40.0 6.1 0.0 
for children. 17.7 64.5 11.3 4.8 1.6 

3. Eliminates social pres
sure for grade promo 6.6 46.6 33.3 6.6 o.o-
tion. 42.8 33.3 16.5 1.7 4.8 

4. Lessens the confusion 
created by shuttling 
children back and forth 
between traditional and 33.3 2 6 . 6  2 6 . 6  13.3 3 . 0  
progressive teachers. 5 6 . 9  2 9 . 2  9 . 0  1 . 5  3 . 0  

5. Contributes to solidifi
cation of good habits, 
especially to emotional 6 . 6  6 6 . 6  2 0 . 0  6 . 6  0 . 0  
controls. 3 4 . 9  44.4 2 0 . 6  0 . 0  0 . 0  

6. Makes it possible for 
the teacher to know pupils 5 3 . 3  4 6 . 6  0 . 0  0 . 0  0 . 0  
better. orr O / . 3 7 . 6  4 . 5  0 . 0  0 . 0  

7. Makes possible program 
giving consideration to 
individual differences and 
better provision for 1 3 . 3  6 6 . 6  2 0 . 0  
quidance. 7 0 . 0  2 2 . 0  4 . 4  1 . 5  1 . 5  

8. Allows the teacher to use 
previous experience as 
stepping stones to 
broader, new experi 2 0 . 0  6 0 . 0  2 0 . 0  0 . 0  0 . 0  
ences. 6 5 . 6  2 3 . 0  7 . 8  3 . 1  0 . 0  

1. From "The Continuing Teacher Plan in the Elementary School" 
by Mary Katherine Bondurant. Unpublished Master's Thesis. George 
Peabody College for Teachers, Nashville, Tennessee, 1951. Reprinted 
by permission of the publisher. Current study precedes 1954 study. 
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When a teacher continues with 
the same group of children Almost Fre
for more than one year, it: Always Always quently Seldom Never 
9. Is illustrative of one of 

the ways in which child 
development principles 
may become an integral 
part of a teacher's 13.3 40.0 46.6 0.0 0.0 
understanding. 53.8 32.3 12.3 1.5 0.0 

10. Helps the teacher to 
judge pupil growth and 
to emphasize the growth 20.0 66.6 13.3 0.0 0.0 
of the whole child. 66.0 31.0 3.0 0.0 0.0 

11. Enables the teacher to 
adopt a flexible and 6.6 53.3 40.0 0.0 0.0 
informed manner. 52.0 33.8 10.7 1.5 1.5 

12. Enables teachers to 
experiment with grade 
placement of materials ' 6.6 53.3 40.0 0.0 0.0 
and subject matter. 52.0 30.7 13.8 1.5 1.5 

13. Challenges teachers to 
see that every child 
grows to the best of his 33.3 46.6 13.3 6.6 0.0 
ability. 64.0 25.0 9.37 1.56 0.0 

14. Tends to eliminate pre
judices of grade levels, 
that is, by saying that 
such and such work was 
supposed to be taught by 
the teacher below or above 6.6 53.3 26.6 13.3 0.0 
a certain grade level. 40.8 30.6 •

 

00 H
 6.1 4.08 

15. Offers opportunities for 
trying out ideas, exten
ding, testing, and modi
fying theory through an 
analysis of curriculum 
materials and teaching 53.3 46.6 
procedures. 45.6 26.0 23.9 4.34 0.0 

16. Helps children, formerly 
considered failures, to 26.6 73.3 
succeed. 20.8 31.2 39.5 8.3 0.0 
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When a teacher continues with 
the same group of children Almost Fre
for more than one year, it: Always Always quently Seldom Never 
17. Tends to keep the teacher 

personally alive by leng
thening the intervals be 13. 3 20.0 53.3 0.0 6. 6 
tween repetition of work. 44. 6 27.6 17.0 8.5 2. 12 

18. Tends to strengthen the 
weak teacher and make 20.0 46.6 26.6 6. 6 
stronq the mediocre. 9. 5 23.8 30.9 30.9 4. 7 

19. Improves parent-teacher 6. 6 33.3 60.0 
relations. 36. 0 42.5 17.0 4.25 0. 0 

20. Shifts the emphasis from 40.0 46.6 13.2 
the purely academic skills 27. 3 36.3 27.3 9.09 0. 0 

21. Breaks down grade line 
requirements on the one-
year basis and works for 
certain accomplishments 
and growth in terms of 73.3 20.0 6.6 
two or three year periods. 45. 6 41.3 13.0 0.0 0. 0 

22. Makes possible a greater 
unification of the pupil's 6. 6 66.6 26.6 
work. 46. 8 36.0 17.0 0.0 0. 0 

23. Facilitates integration 
and the curriculum can 
be kept flexible in both 
content and time allot 53.3 40.0 6.6 
ment. 39. 0 45.6 13.0 2.2 0. 0 

24. Lessens tenseness be
cause there is more 20.0 73.3 6.6 
time to cover the work. 29. 0 41.6 20.8 8.3 0. 0 

25. Creates unfair distri
bution of teacher ability, 
some children having 
the poorer teacher for 40.0 60.0 
several years. 9. 3 11.6 48.8 2.7.9 2. 3 

26. Causes children to be
come over-dependent on 
the viewpoint of one 33.3 66.6 
person. 1. 5 9.2 32.3 53.8 3. 08 

27. Increases demands on 6. 6 13.3 33.3 40.0 6. 6 
teacher. 16. 9 21.5 20.0 29.2 12. 3 
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When a teacher continues with 
the same group of children Almost Fre
for more than one year, it: Always Always quently Seldom Never 
28. Prevents recognition of 

strength and improve 6.6 66.6 26.6 
ment in children. 1.6 1.6 10.0 45.0 41.6 

29. Creates difficulties if 
teacher-pupil personal 6.6 40.0 53.3 
ity conflicts are present 8.5 10.0 30.5 45.7 5.08 

30. Creates difficulties if 
parents object to the 6.6 33.3 60.0 
plan. 3.12 12.5 29.6 40.6 14.06 

1. How many years do you think a teacher should continue with the 
same group of children? 

2. Which do you prefer—the Teacher Progression Plan or the traditional 
organization? 

Additional Comments; 
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Parent Questionnaire (4) 

Charles Dietz Elementary School 
November 16, 1970 

Dear Parents: 

It has been the policy at Dietz for the past eight years to place primary 
children with the same group and the same teacher for two continuous 
years. It is felt that the security offered by a continuous experience 
is beneficial to the child's educational and emotional growth. 

We would appreciate your opinion of our program. Please return this 
note to your child's teacher. Thank you. . 

R. T. Quinn 
Principal 

I do like the two year group plan. 

I prefer to have my child change teachers and groups yearly. 
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Self-Concept Tool^ (5) 

Each of us needs to know more about what we are like. This form is to 
help you describe yourself and to describe how you would like to be. 
There are no right or wrong answers; each person may have different 
ideas. Answer these according to your feelings. It is important for you 
to give your own honest answers. 

Think carefully and check the answer that tells if you are like the word 
says nearly always, about half the time, or just now and then. In the 
second column check the answer if you would like to be like the word 
says nearly always, about half the time, or just now and then. 

THIS IS THE WAY I AM THIS IS THE WAY I'D LIKE TO BE 

About About 
Nearly half Just now Nearly half Just now 
always the time and then always the time and then 

Friendly 
Obedient 
Honest 
Thoughtful 
Brave 

Careful 
Fair 
Mean 
Lazy 
Truthful 

Smart 
Polite 
Clean 
Kind 
Selfish 

2. From Diagnosing Classroom Learning Environments, by 
Robert Fox, Margaret Barron Luszki, and Richard Schmuck. Copyright 
1966, Science Research Associates, Inc. Reproduced by permission of 
the Publisher. 
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THIS IS THE WAY I AM THIS IS THE WAY I'D LIKE TO BE 

About About 
Nearly half Just now Nearly half Just now 
always the time and then always the time and then 

Helpful 
Good 
Cooperative 
Cheerful 
Jealous 

Sincere 
Studious 
Loyal 
Likeable 
A good sport 

Useful 
Dependable 
Bashful 
Happy 
Popular 
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Self-Esteem Inventory (SF.T^3 (6) 

Please mark each statement in the following way: 
If the statement describes how you usually feel, put a check ( ) in the 
column "LIKE ME." 
If the statement does not describe how you usually feel, put a check (>) 
in the column "UNLIKE ME." 
There are no right or wrong answers. 

LIKE ME UNLIKE ME 

1. I spend a lot of time daydreaming. 
2. I'm pretty sure of myself. 
3. I often wish I were someone else. 
4. I'm easy to like. 
5. My parents and I have a lot of fun 

together. 
6. I never worry about anything. 
7. I find it very hard to talk in front of the 

class. 
8. I wish I were younger. 
9. There are lots of things about myself 

I'd change if I could. 
10. I can make up my mind without too 

much trouble. 
11. I'm a lot of fun to be with. 
12. I get upset easily at home. 
13. I always do the right thing. 
14. I'm proud of my school work. 
15. Someone always has to tell me what 

to do. 
16. It takes me a long time to get used 

to anything new. 
17. I'm often sorry for the things I do. 
18. I'm popular with kids my own age. 
19. My parents usually consider my feelings. 
20. I'm never unhappy. 
21. I'm doing the best work that I can. 
22. I give in very easily. 
23. I can usually take care of myself. 

3. From The Antecedents of Self-Esteem, by Stanley Cooper-
smith. W. H. Freeman and Company. Copyright 1967. Reprinted by 
permission of the publisher. 



121 

LIKE ME UNLIKE ME 

24. I'm pretty happy. 
25. I would rather play with children 

younger than me. 
26. My parents expect too much of me. 
27. I like everyone I know. 
28. I like to be called on in class. 
29. I understand myself. 
30. It's pretty tough to be me. 
31. Things are all mixed up in my life. 
32. Kids usually follow my ideas. 
33. No one pays much attention to me at 

home. 
34. I never get scolded. 
35. I'm not doing as well in school as I'd 

like to. 
36. I can make up my mind and stick to it. 
37. I really don't like being a boy/girl. 
38. I have a low opinion of myself. 
39. I don't like to be with other people. 
40. There are many times when I'd like 

to leave home. 
41. I'm never shy. 
42. I often feel upset in school. 
43. I often feel ashamed of myself. 
44. I'm not as nice looking as most 

people. 
45. If I have something to say, I usually 

say it. 
46. Kids pick on me very often. 
47. My parents understand me. 
48. I always tell the truth. 
49. My teacher makes me feel I'm not 

good enough. 
50. I don't care what happens to me. 
51. I'm a failure. 
52. I get upset easily when I'm scolded. 
53. Most people are better liked than I am. 
54. I usually feel as if my parents are 

pushing me. 
55. I always know what to say to people. 
56. I often get discouraged in school. 
57. Things usually don't bother me. 
58. I can't be depended oh. 
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4 
Assessing the Classroom Learning Climate, Tool 1 

Classroom Life (?) 

Here is a list of some statements that describe life in the classroom. 
Circle the letter in front of the statement that best tells how you feel 
about this class. There are no right or wrong answers. 

1. Life in this class with your regular teacher has 
a. all good things 
b. mostly good things 
c. more good things than bad 
d. about as many good things as bad 
e. more bad things than good 
f. mostly bad things 

2. How hard are you working these days on learning what is being 
taught at school? 
a. Very hard 
b. Quite hard 
c. Not very hard 
d. Not hard at all 

3. When I'm in this class, I 
a. usually feel wide awake and very interested 
b. am pretty interested, kind of bored part of the time 
c. am not very interested, bored quite a lot of the time 
d. don't like it, feel bored and not with it 

4. How hard are you working on schoolwork compared with the others 
in the class? 
a. Harder than most 
b. A little harder than most 
c. About the same as most 
d. A little less than most 
e. Quite a bit less than most 

5. How many of the pupils in this class do what the teacher suggests? 
a. Most of them do 
b. More than half do 
c. Less than half do 
d. Hardly anybody does 

4. From Diagnosing Classroom Learning Environments, by 
Robert Fox, Margaret Barron Luszki, and Richard Schmuch. Copyright 
1966, Science Research Associates, Inc. Reproduced by permission 
of the publisher. 
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If we help each other with our work in this class, the teacher 
a. likes it a lot 
b. likes it some 
c. likes it a little 
d. doesn't like it at all 

How good is your schoolwork compared with the work of others in 
the class? 
a. Much better than most 
b. A little better than most 
c. About the same as most 
d. Not quite as good as most 
e. Much worse than most 

How often do the pupils in this class help one another with their 
schoolwork? 
a. Most of the time 
b. Sometimes 
c. Hardly ever 
d. Never 

How often do the pupils in this class act friendly toward one another? 
a. Always 
b. Most of the time 
c. Sometimes 
d. Hardly ever 
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Classroom Social Distance Scale (8) 

Name 

We don't like all of our friends in the same way. Some we like more 
than others. There may be some people we don't like at all. 

The check list on the next page will give you a way of telling how close 
an acquaintance you would like to have with other boys and girls in 
your room. Under each name listed across the top of the page, put a 
check in the space opposite the statement which most nearly describes 
your feeling about the person. Of course, you are to substitute "her" 
for "him" in your thinking when checking a girl's name. 

When you come to your own-name, check the space which describes how 
you think most of the boys and girls feel about you. 

No one in your room will see this paper. 

5. Reprinted with the permission of the publisher from Ruth 
Cunningham, James A. Hall, Marie Farrell, and Madeline Roberts. 
Understanding Group Behavior of Boys and Girls. New York: Teachers 
College Press, copyright 1951. 



125 

A B C D E F G Etc. 

1. Would like to have him as 
one of my friends. 

2. Would like to have him in 
my group but not as a close 
friend. 

3. Would like to be with him once 
in awhile but not often or a 
long time. 

4. Don11 mind his being in our 
room but I don't want to have 
anything to do with him. 

5. Wish he weren't in our room. 
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Opportunities in Human Relations^ (9) 

Name 
Fourth Grade Teacher 

You are asked to check this sheet to help in a study of how young 
people get to know each other and people in the community. The 
material will be treated as confidential. 

Directions: Read the statement and for each statement give the 
following information: 

1. How often? How often do you have this experience? 
Check ( ) in the appropriate column, frequently, 
sometimes, seldom, or never. If you honestly do 
not know whether you have this experience or how 
often, check ? . 

2. How valuable? How valuable do you feel the 
experience is to you? Check ( ) in the appropri
ate column as important, O.K.—good but not 
important, or unimportant (might well get along 
without experience). If you honestly cannot 
decide how valuable the experience is, check ? . 

6. Reprinted with the permission of the publisher from Ruth 
Cunningham, James A. Hall, Marie Farrell, and Madeline Roberts. 
Understanding Group Behavior of Boys and Girls. New York: Teachers 
College Press, copyright 1951. 
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HOW OFTEN ? HOW VALUABLE ? 
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1. Be a member of a team for some 
sport. 

2. Be a member of a club. 
3. Be a member of a gang. 
4. Work or play with people of 

differing religious beliefs. 
5. Work or play with people of 

differing race. 
6. Work or play with people of 

differing nationality back-
ground. 
Work or play with people who 
are considerably more wealthy 
than my family. 

8. Work or play with people who 
have considerably less money 
than my family. 

9. Work or play with people whom 
I consider to be considerably 
smarter than I am. 

10. Work or play with people whom 
I consider to be considerably 
slower than I am. 

11. Work or play in groups in which 
adults are members (Not in
cluding teachers or youth 
leaders). 

12. Be a member of a group which 
makes its own rules. 
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HOW OFTEN ? HOW VALUABLE ? 

& <u 
> 
<D 
+J W 
o 
S 
<o 

c <u 
f ' v j  0) E <0 Cm x) 

u O 

<D 0) 
£ 
(0 
0 
o 
d o 
•— 

w 
<D 
6 •rl 
0 
S o o 

CO w 

1*4 
fl) 
> <D C u O 
£ o T> 
CD 

CO 

t-i O 
a 
S 

o 
c 
+J 
3 
XI 
TJ 
o 
0 
1 
I 

d 
O -

13. Be a member of a group which 
elects its own leaders. 

14. Be a leader or representative 
of a group of people my age. 

15. Be a member of a group of 
people my own age where 
there is no adult control. 

16. Meet adults who are con
sidered leaders in my commun
ity (other than teachers or 
youth leaders). 

17. Meet people who come from 
outside my community. 

18. Visit communities other than 
my own. 

19. Talk with adults engaged in 
various types of work. ; 

20. Observe adults engaged in 
various types of work. 

21. Spend leisure time with 
friends of my own choice. 

22. Spend leisure time alone. 

23. Discuss with others my age 
what is going on in the world. 

24. Discuss boy-girl relations. 

25. Discuss sex problems. 

26. Discuss marriage, home and 
family living. 

27. Discuss my vocational choice. 
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HOW OFTEN? HOW VALUABLE? 
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Discuss local politics. 
29. Have dates with individuals of 

the opposite sex. 
30. Take part in community affairs. 
31. Work for pay. 

32. Work at home (do chores) with
out pay. 

33. Do useful work for the commun
ity without pay. 

34. Work or play with people much 
younger than I am ( 5 or more 
years younqer). 

35. Work or play with people much 
older than I am ( 5 or more years 
older), not including teachers 
or youth leaders. 

36. Work or play with people of 
opposite sex. 

37. Work or play in a group of 
four or five people. 

38. Work or play in a group of 
ten or twelve people. 

39. Work or play in a group of 
thirty to fifty people. 

40. Work or play in a group of 
fifty to one hundred people. 
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41. If you had a personal problem about which you were worried, to 
whom would you go in your family? 

To whom would you go outside your family? 

42. How do you feel about the amount of adult control of you by your 
family ? (Check one) Too much About right 
Too little _ 

How do you feel about the amount of control of you by your school? 
(Check one) Too much About right Too little 

43. Put a check in front of the words or phrases which you feel 
describe you: 

find it easy to make friends. 
find it difficult to make friends. 
wish I had more skill in getting along with people. 
well liked by most. 
liked by few, but not many. 
disliked by many. 
_shy. 
a leader. 
not understood. 
not so smart as most. 
more intelligent than most. 
prefer to be alone much of the time. 
want to be with people most of the time. 
more interested in people than in things or ideas. 
more interested in ideas or things than in people. 
wish the school would give more help in how to get along 
with people. 

44. The three things I most want to improve about myself: 

45. My three best friends in the fourth grade (boys or girls) 
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Social Analysis of the Classroom? (10) 

Name 
Teacher's name in fourth grade 

Directions; Below are some word pictures of members of your class. 
Read each statement and write down the names of the persons whom you 
think the descriptions fit. 

The same person may be mentioned for more than one description. Write 
"myself" if you think the description fits you. 

If you cannot think of anyone to match a particular description, go on 
to the next one. 

You will have as much time as you need to finish. Do not hurry. 

NOW YOU ARE READY TO BEGIN. 

1. Here is someone who finds it hard to sit still in class; he (or she) 
moves around in his (or her) seat or gets up and walks around. 

2. Here is someone who can work very quietly without moving 
around in his (or her) seat. 

3. Here is someone who likes to talk a lot, always has something to 
say. 

4. Here is someone who doesn't like to talk very much, is very quiet, 
even when nearly everyone else is talking. 

5. Here is someone who plays active games like football and basket
ball a great deal, or who likes to run and jump and so on. 

6. This person seldom plays active games like football and basket
ball, but prefers to read or sit and play quiet games. 

7. Reprinted with the permission of the publisher from Ruth 
Cunningham, James A. Hall, Marie Farrell, and Madeline Roberts. 
Understanding Group Behavior of Boys and Girls. New York: Teachers 
College Press, copywright 1951. 
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7. Here is someone who is always ready to take a chance at things 
that are new or unusual and is never worried or frightened. 

8. Here is someone who is always worried or scared, who won't 
take a chance when something unexpected or unusual happens. 

9. Here is someone who always knows how to start games or suggests 
something interesting to do so that others like to join in. 

10. Here is someone who waits for somebody else to think of some
thing to do and always likes to follow the suggestions which 
others make. 

11. This person always seems to have a good time and seems to enjoy 
everything he (or she) does no matter where it is—in school, on 
the playground, at a party, everywhere. 

12. This is someone who never seems to have a good time, who never 
seems to enjoy very much anything he (or she) does. 

13. This is someone who is always cheerful, jolly, and good-
natured, who laughs and smiles a good deal. 

14. Here is someone who always seems rather sad, worried, or un
happy, who hardly ever laughs or smiles. 

15. This is someone who is thought to be very good-looking. 

16. Here is someone who is thought not to be good-looking at all. 

17. Here is someone who always tries to keep himself (or herself) 
neat and clean and tidy looking. 

18. This is someone who never tries to keep himself (or herself) neat 
and clean and tidy looking. 
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19. Here is someone who everybody likes; people are always glad to 
have him (or her) around. 

20. Here is someone whom nobody seems to care much about; people 
do not notice when he (or she) is around. 

21. Here is a girl who likes to read boys' books, play boys' games, 
or would prefer to be a boy. 

22. Here is a boy who prefers girls' books or girls' games, or would 
prefer to be a girl. 

23. Here is a girl who often goes out with boys, or a boy who often 
goes out with girls. He (or she) like to go to parties or dances. 

24. Here is a girl who isn't much interested in going out with boys, 
or a boy who isn't much interested in going with girls. They do 
not care to go to parties or dances. 

,25. Here is someone who can enjoy a joke and see the fun in it even 
when the joke is on himself (or herself). 

26. Here is someone who can never appreciate a joke when it is on 
himself (or herself). 

27. This person is very fond of a good joke, is the first to laugh and 
always sees the point. 

28. Here is a person who doesn't care much for jokes or who has to 
have them explained before he (or she) sees the point. 

29. Here is someone who enjoys a fight; he (or she) often fights 
rather than let the other person have his (or her) way. 

30. Here is someone who never fights but lets the other person have 
his (or her) way. 

31. This is someone who is always trying to get others to watch what 
he (or she) can do or ot listen to him (or her) tell about all the 
things he (or she) can do. 
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32. Here is someone who does not care whether or not he (or she) is 
the center of attention. 

33. This is someone who is always telling others what to do, bossing. 

34. Here is someone who does not mind being told what to do, who 
does not mind being bossed. 

35. Here is someone who is very friendly, who has lots of friends, 
who is nice to everybody. 

36. Here is someone who doesn't care much to make friends or who is 
bashful about being friendly, or doesn't seem to have many 
friends. 

37. Here is someone who is one of my very best friends in this room. 
(Note: Most people think about three names is enough to include 
the very best friends. If you really feel that this is not enough 
you may write as many as five names, but not more than five.) 
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